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I began this book as a Handbook for the students of 
my own class. It grew in the course of production. I 
felt that I could be of most service to students, and 
perhaps also to Lecturers on Education, if I printed in 
full the more abstract portions of my argument—those, 
namely, which dealt with the philosophy of method. 
The result is that the volume is more than a Handbook 
and less than a Treatise. 

I have used the term on the title-page, “rational 
psychology,” to distinguish my point of view. Doubt¬ 
less it might be maintained that no one should in these 
days attempt any philosophy of mind until empirical 
psychology has completed its microscopic task, and 
psycho-physics has said its last word. This would be to 
strike dumb all but the devotees of physical experiment¬ 
ation, while they themselves do not hesitate to travel 
outside their peculiar field, and commit themselves to 
speculative opinions ( e.g . freedom of the Will) which 
contain implicit in them a whole metaphysical system. 
It will be granted that the uncorrelated phenomena of 
consciousness,. which empirical psychology offers us, 
cannot in itself yield a theory of knowledge, much less 
a philosophy of life. 'There must be some principle, 
idea (call it what you will), which correlates and 
unifies. And until that principle emerges out of the 
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laboratory (if that is to be its birthplace), we may 
be allowed our owu thoughts as to its probable where¬ 
abouts. In any case a writer on the theory of Educa¬ 
tion is really writing at once a theory of life and 
a treatise JDe emendaticm inteltectus, and lie cannot 
dispense with a rational and rationalised scheme of 
mind, be it right or wrong. He will be thankful for 
all that physiology and physics can give him; but 
meanwhile, and until better advised, he must follow his 
own course. What I have to say is a practical applica¬ 
tion of my books on Metaphysics and Ethics. 

After all, psycho-physics can never be more than 
physics, though it may throw some light on the 
characteristics, as well as the conditions, of sensational 
elements. 

The notes at the ends of some of the lectures, and the 
whole of the Appendix, are to be omitted by students of 
Education. They are written chiefly for my own satis¬ 
faction, to justify and supplement the text; but they are 
not needed for the understanding of it. To the general 
student of philosophy they may be interesting. 

It is quite unnecessary, in my opinion, to carry 
students of Education into all the details of Logic, 
Psychology, Ethics, and Physiology. It is necessary, 
however, that the philosophy which they study should 
be seen to be truly the Science of the Art. Accordingly, 
students have to get a firm hold, by the help of their 
instructors, of the fundamental principles which exhibit 
the nature and growth of mind. Everything which 
diverts their attention from this is useless, so far as the 
science and art of Education are concerned. 

S. S. LAUWE. 

TJnivkrritt of Edinburgh, 

October 1802 . 
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THE END, PHYSIOLOGICAL CONDITIONS, 
MATERIALS , AND METHOD OF 
ED HO A TION GENERALLY. 


I* 




INTRODUCTION. 


EDUCATIONAL LIMITATIONS AND POSSIBILITIES. 


Enthusiasts have spoken as if wo could manufac¬ 
ture men after a certain pattern, if only we proceeded 
wisely. Religious and educational reformers have often 
cherished this belief. It is as well to set aside such 
pious dreams at once. Conditions outside our activity as 
educators are too potent. We have to reckon with all the 
forces that make for or against us—instincts, passions, 
custom, connate predispositions, and racial character- 
istics. 

Locke, with all his sobriety of temperament, yet held 
that the difference between one man and mint her lay 
in their education. Even if w« take education in it* 
widest sense, as including all the iutlueuces at work 
from infancy upwards, Locke’s view would Iks incorrect; 
if we take it in its narrower sense of the emtio inns 
and regulated education of the school and family, it 
is altogether untenable. If, however, wo understand 
Locke to mean by education the bringing up of a human 
being so as to fit him for ordinary citizenship, and 
make him a respectable member of society ami a satis¬ 
factory representative of tlui moral standard and social 
consensus of his time, he is unquestionably right. Wo 
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can do even more than this; for we can train youth to 
something higher and better than the “ spirit of the age.” 

The question did not escape the attention of the 
ancients. Horace says— 

“Naturam expellas furca tamen usque recurret.” 

He is right, for we cannot overpower entirely the 
determinations of nature in each man. But he is also 
right when he says— 

“Nemo adeo ferus est ut non mitescere possit, 

Si modo cultures pationtem commodet aurem,” 

which amounts to this, that however strong a natural 
disposition to wrong may be, it can be largely modified, 
if not wholly extirpated, by education. Juvenal, as 
becomes his r6le of truculent satirist, takes a gloomy 
view of human nature and its possibilities. Seneca the 
Stoic, again, thinks that much may be done if we begin 
early, but has no hope of those who are allowed to 
reach maturity with their faults and vices uncorrected. 
It is then too late. " As the twig is bent, the tree is 
inclined.” He also thinks that education never wholly 
eradicates a vice or failing, but only modifies it. Plato 
says that man is the most savage of all animals, 
but that lie can be made the gentlest and most godlike 
by education, if there be a good disposition in him; 
meaning by disposition, I imagine, such a general tend¬ 
ency of nature as gives a hopeful field for cultivation. 
Quintilian substantially'takes the same view; but he 
believes more in the power of education, as such, than 
Plato does. Plato’s hope lay not in the school so much 
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in the whole social organisation. Then there is the 
Greek proverb, which in its Latin form seems to be 
approved by Erasmus, “ 2Ton quovis ex ligno fit 
Mercurius, which may be paralleled by the form in 
which an aged Scotch educationalist used to throw the 
conclusion to which he had come in dealing with the 
vigorous but rough and often coarse-grained Scottish 
youth, “ You can never put the polish of marble on a 
bit of sandstone/ 5 

Modern enthusiasts have, as a rule, been much more 
sanguine than the ancient critics of humanity. Com- 
enius, for example, had a firm conviction that by 
education all men might be made perfect. Cicero per¬ 
haps best sums up ancient opinion and the conclusion 
of common sense, ‘ c Quae bona sunt fieri meliora possunt 
doctrina, et quae non optima aliquo modo acui tamen 
et corrigi possunt/ 5 

We may safely hold that, save in exceptional cases 
which may be regarded as abnormal products, edu¬ 
cation wisely directed can form men into good citizens 
if we begin the process of formation early; that is 
to say, it can guarantee in all, that amount of intelli¬ 
gence and virtue and that standard of social intercourse 
which fit them to discharge well the ordinary duties of 
men in all their political, industrial, and personal rela¬ 
tions. But when we go beyond this and strive to bring 
all men up to an ideal standard, either of intellectual 
capacity or moral elevation, we are largely dependent 
on the original and connate potentialities of each, and 
we shall fail or succeed according as we have the 
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natural tendency on our side or against us. The 
greatest genius has defects, both of intelligence and 
character, which education will do much to remove; but 
whatever the education, genius will “out” in some 
form or other. The man of moderate genius, on the 
other hand, is almost wholly dependent on education 
for the growth of such powers as he has. Still more is 
this the case with the “average man.” Those again 
who are by nature distinctly below the average can by 
education be brought up to the average, and help to 
swell the social current which already tends in its main 
stream to good. The lowest natures, finally, — the 
residuum,—are held in check by those above them, and 
can and must bo disciplined, by the help of the whip, 
to obey their betters for the common good. 

I am speaking, however, of education in the large sense, 
and as comprehending all the influences of a man’s 
environment as he grows from childhood to maturity. 
The most potent of these is the home; next in potency 
comes the modern school, when its function is properly 
understood. 

The school is the schoolmaster, just as the family is 
the parent. 

As to the School: 

Whatever may be the natural tendencies and 
capacities of each child, all can he made better by 
education than they would otherwise be, and all have, 
by virtuu of their possession of reason, a certain ideal 
of life growing in them, which can be further elevated 



INTRODUCTION. 


and confirmed by the teacher who puts before himself an 
ideal aim. There is, in every age, a conception of ideal 
manhood; and to this and for this wo all must work in 
the field of education, if wc are to work to any good 
purpose, By striving to reach the top, as Quintilian says, 
we get higher up than by sitting down despairingly at 
the bottom of the hill. The aim of education is, tit 
truth, always an ideal aim, for it contemplates the com¬ 
pletion of a man,—the realisation in each man of what 
each has it in him to become. If a teacher has not an 
ideal aim he had better take to shopkeeping at once j 
he will there, doubtless, find an ideal within his capacity. 

In his necessary ignorance of the possibilities of 
each individual, the educator is justified in taking up 
his task on the assumption that every member of the 
human race is, by virtue of his distinctive humanity, 
endowed with the same general capacities and powers, 
and lias in him the possibility of a com/i/rtc develop, 
ment. This is the assumption of his seienee and art. 
He does not recognise a qualitative difi'erenee in human 
beings, but merely a quantitative. No doubt, with all 
men the possible development is " thus far mid no 
farther.’ The limitations as determined by physical 
constitution, by locality, by race, ami by heredity, must 
be theoretically admitted; but they may be praetieally 
ignored.. The aim of the educator is determined by Ids 
conception of the ideal man, towards which all may, 
more or less, bo disciplined and trained. 

The influences which educate a man (ns I have 
already indicated) are both vast and subtle, the national 



INSTITUTES OF EDUCATION. 


tradition, the family life, the unconscious pressure of 
law and custom, the solicitations of external nature, and 
all the local circumstances peculiar to the environment 
of each. These, however, are fully admitted by the 
rational educationalist; hut he at the same time claims 
to supplement, to regulate and control, the various and 
manifold influences at work, so as to harmonise the 
varied experience of the young into a rational unity 
of life and character, and thus get them within sight 
at least of the ideal possible for each. 

The intelligent teacher will also recognise that the 
natural educators are the parents, and that they are 
always the most potent for good or evil. But, as the 
exigencies of modern society have deputed much of the 
parental work to a special order in the State, he will 
also recognise that he, as a member of that order, has 
great responsibilities, and is under obligation to study 
education with a view to the proper discharge of these. 
His function is, probably, the most important of all 
social functions. 

The duty of a professor of education is, I think, to 
give the students of the subject an ideal and also a 
method; but, above all, to inspire them with a sense of 
the infinite importance and delicacy of their task. He 
1ms to show thorn that they are not mere exactors of 
lessons, but trainers of the human spirit; and also how, 
animated by this larger conception, they may, in teach¬ 
ing subjects, educate minds. He will expose the popular 
fallacy that the schoolmaster’s work is a drudgery, and 
convince his students that it is a privilege. 
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EDUCATION AND THE IDEAL IN THEIR GENERAL AND 
HISTORICAL ASPECTS. 

The word “Education” does not mean drawing out. 
This is a modern gloss on the true meaning of the word 
—a gloss suggested by psychology. It means training 
up, as vines are trained up poles. The primary signifi¬ 
cation of a word is not always a safe guide to its present 
use, though it is always interesting and suggestive. 
When men first name a thing or process, there often, 
perhaps generally, precedes the naming (always a work 
of unconscious genius) a flash of insight into the 
essential character of the thing or process named. 
The Latin conception of education is confirmed l*v 
our own early usage of the word, e.<j, “Train up n 
child in the way he should go,” mid by the Uermnn 
erziehen. 

Train up, draw up, not druw out —is thu manning of 
the word “educate,” and it is a name for the process 
which we cannot, I think, supersede without loss. 

Train up to what ? Evidently to some end or other. 
To what end? Looking at the nature of man, *<• 
answer, To some habit of being and doing which thu 
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child knows nothing of, hut which we, the trainers, are 
supposed to have as our aim, and of which every child 
is held to be capable. 

What, then, is your aim? You cannot define it 
closely, nor even describe it, when the question is first 
put to you; but, all the same, there is vaguely in your 
mind some type of manhood or womanhood up to 
which you yourself are striving to live, and to which, 
if you are in earnest, you desire to train the young. 
This type you have more or less consciously present 
to your mind, and you call it your “ideal.” 

Now, the mass of men and women, even including 
parents, may be left to an ideal which is floating and 
vague; but it is the business and the duty of all who 
adopt what is called the “profession” of education, to 
have some clear conception of the ideal up to which they 
train—a conscious end, which they can express in words. 
It is, when you think of it, a very daring thing in you 
to profess to educate a human being. Where are your 
credentials ? It seems to me that one who stands 
before the world and professes to educate is guilty of 
an impertinence, unless he can produce a commission, 
not from an university or a college, but from God Himself. 
It is a grave and serious business. In any case, it is 
surely not too much to demand of you that you have some 
definite ideal. Why, a cabinetmaker has his ideal of the 
completed cabinet, as ho saws and cuts, planes and joints 
and polishes. You are engaged in forming the finest, 
most complex, most subtle thing known to man, viz. a 
mind; and do you propose to go on from day to day as 
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your fancy prompts, tinkering here and tinkering there, 
and seeing what comes of it ? Surely not. 

Now, I wish next to say that the ideal you have fur 
those whom you educate must be the ideal you have 
for yourself—your own life. You cannot rise above 
yourself, any more than you can carry your item! in 
your mouth. This is the true meaning of the saying, 
“As is the teacher, so is the school,’’ to which I beg you 
to add an even more important truth, “ As is the man, 
so is the teacher.” The prime qualification, then, in the 
teacher who educates, is that he shall have an ideal fur 
his own life, and shall be educating himself up to that: 
your pupils learn by doing what you do. The educator 
has first of all to look to himself, and the study of 
education is also the education of the student: the 
ideal and method are for him first, and fur his pupils 
next. 

Whatever ideal he may have for himself us a human 
being, and consequently for Ins pupils, the teacher may 
depend on this, that the young cannot form nbstnn t 
ideals as he does: they look to the parent or toucher 
as the concrete embodiment of that which they are to 
strive to be. You may inculcate what you please, but 
all the time you yourself as a personality are doing mure 
than all your inculcations can do. This is a common- 
place. Very few parents and teachers have had 
conscious ideals; but, as I have indicated, there is an 
unconscious ideal in every man’s bosom which moulds 
his character and governs his actions, or at least pre. 
scribes what ought to govern. 
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The early history of education is, like the history 
of other subjects, a history, not of conscious and for¬ 
mulated ends, ideals, and processes, but of the uncon¬ 
scious ends pursued by nations as they advanced 
from barbarism to civilisation, and to the fulfilment 
of their destiny in the world-history. These uncon¬ 
scious ends are merely vague feelings of a result to be 
aimed at rather than a distinct knowledge of it, and yet 
they are most potent: they make history. As age suc¬ 
ceeds age, the ideal becomes gradually more explicit. 
Society begins to propose to itself specific aims, that is to 
say, the development of certain definite faculties which it 
desires to see active in all its citizens. Vigour of body, 
courage, endurance, skill in the use of arms, skill in 
this or that industry, obedience to civil law, and so 
forth: all excellent in their way, but neither singly nor 
in the aggregate an ideal of man as a living spirit in a 
living body—a being of vast and varied capacity, of 
rich possibilities, and whose life and acts have infinite 
issues. Such an ideal as this we first have among the 
Greeks, and thereafter more fully in Christianity. Man 
as man, man for the sake of man, not for his skill in 
doing this or that—this is, since the days of Plato and 
Christ, the aim of the educator. Not what man is, but 
what he may be in all his relations, finite and infinite— 
this is the problem of the educational ideal. 

I would, however, beg you not to suppose that 
education was invented either by the Greek or the 
Christian world.. It has always been going on. Every 
child, always, at all times, and in all places, is being 
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educated—trained up to something or other which con¬ 
stitutes the type for his time, his place, or his class. 
The reflective movement in education, beginning, per¬ 
haps, with Plato, is simply part of the philosophy of 
man, and therefore is to be justified as all philosophy 
is to be justified. Philosophy in its ultimate meaning 
is nothing but persistent thought on man, his nature, j 
his capabilities, his purpose, and his destiny. Anti 
the philosophy of education is simply the asking and 
answering of questions as to the ends or ideals of the 
philosophy of man, criticising custom in the light of 
these, and then studying the processes by which true 
ends can be best reached— ie. Method. 

In all ages of the world man has been educated: 
not only so, but I would say further, that we cannot 
afford to despise the education of early races; at least, 
when men had reached the stage of settled agricultural 
communities. In those primitive days you can easily 
see that the education would be mainly what is now 
called technical; that is to say, such instruction as 
fitted the young as they grew up to supply their daily 
bodily wants. Difficulties of communication, the rudi¬ 
mentary state of the useful arts, the dangers and uncer¬ 
tainties to which individuals would be exposed in main¬ 
taining intercourse with each other, would prevent the 
division of labour and the growth of that industrial 
interdependence which is now an universal charac¬ 
teristic of civilised life. This statu of things, which 
gave a narrow horizon to each, had its educational 
compensations; for each man, with the help of his 
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an end. A material civilisation is to be called civilisa¬ 
tion only in so far as it makes the higher end possible 
for a community. We begin to see, in fact, that the 
education of man up to a certain ideal is itself the very 
purpose of his existence, and that the history of our 
race is, properly viewed, the history of its education. 

Education, however, in this larger sense was not in 
old times possible. For this reason : by education, we 
mean the training of a man with a view to make him 
all that he can become. Now you will at once perceive 
that this very conception was impossible until men had 
thought alxmt themselves. Philosophy in brief, though 
in a non-self-conscious form (I mean not explicitly 
developed), was the necessary precursor of the idea of 
education in its fulness ; and philosophy was itself the 
product of religion, or one with it. The relations of 
dependence and awe in which man stood to the mys¬ 
terious power by which he and all his works were 
surrounded, and by which his best-laid schemes were 
so often frustrated, led to thought on this universal 
power and on man's relation to it. Life and death and 
man himself became objects of speculation; and as soon 
ns men becamo capable of the thought of man, they 
were competent to conceive the thought of the growth 
of man to the full fruition of his nature—-in other 
words, the thought of his education. But not sooner. 

This thought—the thought of what man truly is in 
his highest expression, which we may call the notion of 
man, we owe, I have said, to the Greeks more than to 
any other race. 
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THE END OF EDUCATION. 

PHILOSOPHY AS NECESSARY TO THE FORMATION OF 
A CONSCIOUS END OR IDEAL. 

The education of a human being then lias at all times 
and in all circumstances a more or less conscious ideal 
in view. The ideal of successive races of mankind is 
the measure of their civilisation and their true history, 
A conscious ideal is an ideal based on a study of 
man—in short, on the philosophy of man. But philo¬ 
sophy is not the subject of this Chair, and you must 
therefore be often content to rest satisfied with state¬ 
ments which cannot be presented to you iu their full 
reasoned form, but rather wear a dogmatic aspect. 

.The ideal is also the end or purpose. The ideal end 
or purpose of education must manifestly lie determined 
by the ideal end or purpose of human life itself. 

To the question what this end or ideal in education 
may be, various answers have been given. All writers 
have found it necessary to propound some end or other, 
for they have felt the truth of what Jean Paul says! 
“The end desired must be known before the way.’ 
All means or art of education will be, in the first 
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instance, determined by the ideal or archetype we 
entertain of it.” 

Montaigne’s aim is summed up in the words, Wisdom 
and Virtue. Comenius gives as his aim, “ Knowledge, 
Virtue, Religion.” Milton’s aim is Likeness to God, 
best attained through Virtue and Faith. Locke’s aim 
is Health of Body, Virtue, and Good Manners. The 
Pietists under Spener (died 1705) had for their aim the 
building up of the Kingdom of God in the heart of 
every child. Herbert Spencer’s aim is stated to be 
“ Complete living.” A common German statement is, 
that the end is the harmonious development of all the 
powers. I myself would prefer to say that the ideal 
aim of education is the realisation of the ideal of Man 
by each individual in and for himself. 

All these answers, including my own, are so very 
generalised as to be wholly uninstructive. Nor can we 
find Bitch instruction as to ends and ideals as shall 
at the same time bo a guide to us in educating, until, 
among many universally admitted subordinate ends, we 
can find that supreme end which governs all the rest. 

And to ascertain this we must first ascertain the 
supreme and governing end of man’s life. 

This end is the Ethical Life. 

The supreme end, then, of all education is an 
ethical end. The determination of this end and of the 
conditions of its attainment constitutes the theory and 
methodology of education. 

The standard by which we ultimately judge a man is 
his worth as a man—the outcome in life and conduct of 
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all his capacities. “By their fruits yo shall know 
them;” and the fruit each yields is also the seed lu* sows. 
All special knowledges are of value only in so fur us 
they contribute to the supremo ethical result. One 
man knows more Greek and Mathematics than another: 
is he therefore better educated ? May it not he that 
just because one knows so very much more limn another 
he is worse educated,—ethically a poor result ? The 
actual outcome in bearing and conduct, which is life, is 
alone the test of our having fulfilled life. 

Even in the technical education of a carpenter or 
weaver,-1 am fitting him to do his work hotter than ho 
would otherwise do it—that is to say, more effectively, 
and therefore more honestly. I am qualifying him for 
industrial citizenship. The most efficient carpenter is, 
qua carpentering, the most moral carpenter. True, t he 
most moral carpenter, in the larger sense, is not newt*, 
sarily the most efficient carpenter: hut he will desire to 
be the most efficient, because ho has u moral ideal of 
manhood and of conduct as one citizen co-operating with 
other citizens for the industrial purposes of lift*. | W ( VI , 
him technical instruction that he may bo enabled to give 
effect in sound honest workmanship to his ideal of hi* 
own manhood and citizenship. liven technical iimt ruc¬ 
tion, then, has its moral purpose: it fits a man to he « 
true man in the social place ho occupies. Thus, Jut,, 
everything we do, nay, into everything wo think, the 
ethical element enters for better or worse. 

But outside the question of man in his specific j n . 
dustrial and other relations to his fellow-men, there 
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is the question, of his manhood in its larger sense, his 
fulfilment of himself simply as man; for we believe, 
with the Athenians, that thereby we best fit him for all 
his duties, whether of citizenship, or carpentering, or 
anything else. How am I to ascertain wherein man’s 
fulfilment lies—his true life, that which governs all his 
relations ? 

Evidently only by inquiring into the nature of man 
—his mental constitution, and his past history of effort 
and failure. There, if anywhere, we shall find what he 
is intended to be, and how he is intended to act. But 
to do this we should have to deal with Ethics in general, 
and this is not a Chair of Ethics, but of Education. 
This much, however, we may say bluntly—The educa¬ 
tion of a child is the bringing of him up in such a way 
as to secure that when lie is a man he will fulfil his true 
life—not merely his life as an industrial worker, not 
merely his life as a citizen, but his own personal life 
through his work and through his citizenship. 

But this is not all, for we have to consider the condi¬ 
tions of the attainment of the ethical end of education 
from the point of view, not only of the growth of mind, 
hut of the growth of body; for, “ We have not to train 
up a soul,” says Montaigne, “ nor yet a body, but a man, 
and we cannot divide him.” But even the bodily con¬ 
ditions, important as they are, are merely the basis of 
that which is higher. 

First of all, 1 ask your attention to these physical 
couditiona 



LECTUEE III. 


BODY IN DELATION TO THE EDUCATION OP MIND, 

Mind, we have said, is involved in matter or body— 
the “ clay cottage,” as Locke calls it. There can be 
no mens sana without corpus sanum. In discussing 
the question of the education of mind, it is assumed 
that healthy bodily conditions are first of all secured. 
Each day must be so arranged as to provide the 
necessary time for physical exercise—especially in the 
form of play. Manual instruction in covered sheds, 
apart from its other uses, helps to maintain sound 
physical conditions, and in a climate like ours seems to 
be almost a necessity. 

The physical or physiological conditions of mental 
receptivity and activity have also to bo studied by the 
educator in their relation to healthy surroundings, to 
the amount of brain-work to bo demanded from boys 
and girls, the length of school lessons, homo lessons, 
and differences of power and of temperament. 

The following arc the heads of a short course of lectures 
on Physical Conditions :— 

(1) The Structure of theJIuinau Body generally. 
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(2) The Blood mid its Circulation—Waste-Nutri¬ 
tion—Purification. 

(3) Tlio Ncrvo-Systcm—-Sensory and Motor. The 
Senses. Muscular Activity. 

(4) Tlui Nerve-Apparatus of Receptivity and Activity; 
Gradual growth of this, and lessons to be drawn from 
the gradual growth. 

('*) Waste of Nerve - Substance. Exhaustion of 
Nerve-Substance. Nutrition of Nerve-Substance. 

(0) Memory and Habit as determined by physio¬ 
logical conditions. 

(7) Relies action: Automatic action: Secondarily- 
nutotuutir action, nod its educational significance. 

Summitry of educational lesson* to be draum from a 
consideration of phynienl corn! ilion*; (a) Nutrition and 
Oxygenation of blmd in bruin (/ml and ventilation); 
(/*) Nr.it: and variety of brain exercise; (e) Gradual 
yrmrth of the intellect uni and moral capacity in connection 
•nth growth of brain ; the eomnpirnt limitation of the 
teacher» demand* on pupil* (lenyth a/ lemons, etc); 
(d) Habit of mind in so far a* it is merely cerebral 
habit; (e) Gymnastic, u'iih drill; (/) Sanitary con¬ 
dition* generally of intellectual and moral health and 
miitii 

Hook* of He/erenee.— Carpenter's Mental Physiology; 
M'Kend rick’s Element* of Physiology; Professor Foster’s 
Primer. Those suffice for the student of education. 1 

Perhaps the most important lesson which physiology 


• A complete Mens of physiology I* not at *11 nreewiry for tlia 
■lodest of mlmmUon. A general kno*rt*<lj?o of the human frame and 
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teaches in the domain of mind is that mind processes 
wear a kind of channel for themselves, so that, with 
practice, all mind activities, intellectual or moral, good 
or bad, flow more easily. Thus, things diflieult to do 
become in the end so easy that the doing of them par¬ 
takes of the character of automatic action. This kind of 
activity is called secondarily‘automatic. On this point 
I would direct your attention to chap. iv. vol. i, of 
Professor James’ Principles of Psychology. 

Many important questions also are suggested by the 
relation of bodily growth to mental growth. 

Under gymnastic, again, we have to compare the 
Greek gymnastic with British games, in respect of their 
recreative and moral influence as well as their power 
of promoting a balanced physical condition. Athleticism 
as opposed to a reasonable, or Greek, gymnastic must 
also receive consideration. 

The recent movement in the direction of manual 
work is really an attempt to counterbalance the too 
exclusive demands which the school makes on intellect, 
and ought, in its due place, to be encouraged. Thu 
bearing of such work in its reflex effect on the intellect, 
as giving a certain firmness and solidity to purely 
intellectual operations, is also worthy of discussion, 
We must leave this whole subject for lecture-room 
treatment. 


of hygienic and cerebral conditions sufflcc*. A course of r, mr w « V1 , 
needed 5 11 UStratcd by good ditt « ram “ will yield all tltu liifWniMtion 



LECTURE IV. 


THE SUPREME END AND ITS GOVERNING CONDITION. 

V , ,.r ■ . - f ) *• '*■" ' " 

Consciousness) generally, is Mind. 

The conscious subject is a one, self-identical mind* 
entity. 1 No fur ns mere consciousness is concerned, man 
nnd animats nre tike one another. 

lint man is more than a conscious animal, because be 
lias reason, or is a reason. The fundamental form of 
reason makes its appearance with solf-consciousness. 

Man accordingly may bo defined ns a self-conscious 
rational mind-entity, involved in hotly.* 

When the conscious or self-consei*ius entity has on 
object present to it, we call the former "subject," to 
distinguish it from the " object,” 

It appears then that the distinctive characteristic or 
difihrcnco of man ns contrasted will* other conscious 
beings, is Reason, 

Accordingly, man Wing specifically n Wing of reason, 
the supreme end of human life, which has an inherent 
title U> govern all other minor ends, must be the life of 

* Thin leelor* t» *owt«*h*l «f the nature of « *»*<** of poragrsptw 
I# lit fully »*|»tiii*.k4 orally by tfi§ foturar. 

9 VbL Koto A 111 It*# A|>|io«»tll*« 
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reason and in reason. Life is action, and, accordingly, 
life in accordance with reason may be more fully ex¬ 
pressed as a life of activity in the things of reason, and 
conduct in accordance with reason; and this, speaking 
generally, is what we have called the ethical life. Let 
us carry these propositions into more concrete detail. 

Moral and Spiritual Life .—Life in the activity of 
reason, i.e . pure thought and contemplation, might with 
certain beings be the highest; but for man, since he can 
live at all only through multiform relations to the non- 
rational nature within him and to other things and 
persons, the i ssue of his life in conduct is the highest: 
that is to say, life in reason through his relations to 
things and persons, or, generally, life in relations as 
these are impregnated and moulded by reason. This 
is the moral life. 

But man, by virtue of this same reason in him, has 
relations with the Infinite. Accordingly, when, in the 
life of thought and contemplation, man rises to the notion 
of God as Being and Thought-universal, and sees reason 
(which is also the truth) in relations, as in and through 
God, who is Beason-universal,—he then lives and acts 
in conscious communion with God as in all and through 
all. He now lives, not only the life of reason and in 
reason, but with Beason as the universal One in the 
many. This is the spiritual life. 

But this spiritual life is only the moral life seen in 
God, and, so, the completion and fulness of the life of man. 

The moral life, accordingly, when it has passed into 
the spiritual life, is what I mean by the Ethical Life. 
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Note ,—In seeking the end or purpose of a complex 
organism like man, we have to fix on some thought and 
phrase which expresses at onc*o thu highest outcome 
and the Hpeeijie functioning of his nature. He must, of 
course, first lie what ho itoeu; hut to stop at being, with 
a creature whose life consists in his relations to external 
things, circumstances, and, above all, to himself and 
other spirits like himself, would be to atop short of the 
completion of life, which does not consist in being and 
reverie, but in an activity determined by the state of 
being. We must, therefore, seek for some expression 
(if we are to have only one expression) which compre¬ 
hends the essential activity of Ins nature, and denotes, 
lit the same time, its purpose or end. The expression 
must comprehensive and least misleading is, I think, 
" ethical life," 

KtIdeal life, then, is the spiritual life as including 
the prior moral life. 


The moral life, as such, is rightly called the virtuous 
life. For this, there is manifestly necessary a virtuous 
stale of being, nint its sequel effective virtue, I may bo 
full of virtuous sentiments ami principles, but have very 
little effective virtue; I cannot, however, exhibit effective 
virtue save as the expression of u prior state of being. 

Man, in so fur ns hu is animat, has sensations and 
emotions like the animals. These give rise to desires, 
and impel him to do this or that. He differs from 
the animals by virtue of the reason in him, which 
regulates and directs these emotions and desires, and 
proscribes ends. The relations which these emotions 
and desires bear to each other, and to our fullow-nicn, 
are ascertained by reason interpreting experience; and 
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they get the name of “ moral ideas,” because they are 
ideas determining action or conduct. These moral 
ideas, c.g. justice, benevolence, integrity, courage, truth¬ 
fulness, purity, holiness, etc., constitute the motives of 
a man’s conduct, if ho is moral. They are sometimes 
called moral sentiments or virtues, and the man who 
acts in accordance with them as law of Ins nature, is 
said to bo virtuous. The idea is at once end and 
motive, but he can ful/il the idea only through par¬ 
ticular acts. 

Man cannot act on these ideas until he possesses 
them as knowledge (more or less distinct). If he 
possesses these ideas and lives in the contemplation of 

them, he may bo said to be in a moral or virtuous state 
of being; but his life is not fulfilled, nor is he virtuous, 
till ho gives effect to them in his daily conduct: till 

then, they are only half-born. This is effective virtue 
—the virtuous or moral life. In education our main 
object is to train men to a habit of effective virtue; 
but we desire also to elevate the virtuous life, if wo 
can, to the spiritual life, so that the ethical life may 
be fulfilled in its wholeness in each man. 

Note .—There are many who keep their eyes so 
steadily fixed on a man's nets, that they are disposed 
to look with distrust on the inner growth of feeling and 
sentiment, or what are commonly called moral ideas (and 
sometimes “principles”)—those inner motives which are 
a complex of reason and emotion, and precede the possi¬ 
bility of virtue. The giving effect to these in conduct is 
certainly, as effective virtue, in advance of the mere state 
of mind which wo call "virtuous ”; but as the cause must 
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precede the effect, we cannot afford in education to dis- 
l>ense with the consideration of the best way of creating 
the virtuous state of mind, simply as a contemplative 
state, with a view to the ultimate issuo in action. 

We shall find in practice, doubtless, that the wisest 
way of creating this virtuous state, is by getting the 
young (and ourselves) to act, it. to do the right and 
good thing, and in this way evoking the good emotion 
or sentiment In other words, the generalised emotion 
or moral idea and the putting of it in practice, should, 
in training the young, be inseparably bound together as 
far as possible. By doing benevolent acts, for example 
a child becomes a benevolent being, and entertains in 
consciousness and imagination—all ready for use— 
benevolent emotiona 

At the same time, if wo take the whole range of 
moral ideas, this way of procedure is impracticable, and 
wo therefore try to build up in the child and youth a 
system of moral ideas which will constitute a permanent 
reservoir of motives always ready for use, whether in 
moral judgment or moral action. 

Take the various moral ideas which constitute the 
motives of a good-will, via. tienevuience, justice, purity, 
honesty, integrity, truth-speaking, courage, resoluteness, 
jmrsovoranco, and so noth, and you will see how the 
growth of these in the mind (as furniture of the mind, so 
to speak) must he promised if wo are to secure our result 
—effective virtue—in all conditions and circumstances. 

If we cannot create these generalised feelings or ideas, 
nnd give them lodgment in the minds of the young 
by regulating all their jwtty acts, how are we to 
supplement our want of opportunity f We shall get a 
full answer to this in the sequel; but meanwhile I 
would say generally, that we supplement the ordinary 
experiences of life in three ways1, By authority and 
precept, 2. By our own example, 3. By getting chil¬ 
dren to contemplate the acts of others, either as they see 
them going on before their eyes, or, through imagination, 
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by the help of narratives and poetry. (But this is to 
anticipate the discussion on method.) 

The moral life and the spiritual life (in brief, the 
ethical life) must exist as a system of ideas and motives 
before it is active, and consequently presumes for its 
existence an antecedent activity of reason in ascertain¬ 
ing, or accepting, ethical ideas and ends. Hence the 
importance in education of so training the intelligence 
of all that each, though incapable of ascertaining for 
himself the ideas which nourish the moral and spiritual 
nature, may yet acquiesce in them with intelligence 
and personal conviction, make them his own, and not 
be merely the slave of dogma, misapprehended or not 
apprehended at all. Man is an cthicul being only so 
far as he is a scZ/'-rcgidated being. 

Men have, happily, not to depend each on the 
activity of his own reason for the ascertainment of the 
truth of life and conduct—the moral ideas which are to 
constitute his ever-present motives. They inherit the 
fruit of the labours of past generations. As regards its 
substance generally, indeed, education is Tradition— 
the handing on of intellectual and moral possessions 
by those set apart as competent for the bisk. 

We may now conclude that the supremo end of 
education is the ethical life, and that the main instru¬ 
ment in training to the mhstaim of this is tradition; 1 
and that reason in each has to be so trained that the 

1 "There I* a hietory In ell men’* mind* 

Figuring the nature of the time* deceaaod."—2 Umry IV. HI. 
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young may intelligently acquiesce, and so make the 
transmitted moral and spiritual life their own ,. 

The transmitters of this tradition are primarily the 
parent and schoolmaster. 

£ But, further,, the ethical life is not only the Good, 
"but the Law for man, becaiise ik comprehends the ideas 
of his relations to things and persons—-the truth for 
life and conduct. By the fulfilment of this law alone, 
can a man fulfil or realise himself; and, accordingly, 
he owes duty to the law. 

The reason of man is by its very nature always seek¬ 
ing for law, and we consequently meet its necessities 
by bringing him under a sense of the law which is in¬ 
herent in the truth of his relations; and we accustom 
him, when young, to obey the law though he cannot yet 
see the truth of it for himself. Thus we strengthen the 
connate perception of law in him, and habituate him to 
act in accordance with certain ideas or truths as law, 
and because of the duty he owes to law. 

"When a youth perceives the truth of the moral ideas 
which ought to determine conduct, and has acquired a 
habit of duty to them, he is educated morally. The 
spiritual education may accompany or follow this; and 
then there is realised the full ethical life in him, i.e. 
activity of reason or intelligence whereby he perceives 
the truth and obeys the law, and leads the life of law 
in God. The ethical life in a man then (to sum up) is 
a habit of action in accordance with moral ideas as the 
divine order, under a sense of duty to the law inherent 
in them as spiritual or divine law. 
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This may soom all very general; but, in very truth, 
the significance of nil wo teach ami of every lesson we 
give is ethical—always ethical, or it is, in its educational 
reference, wholly insignificant or rather non-significant. 
True, wo have to educate experts in the various depart¬ 
ments of human activity in order that the torch of 
learning and of civilisation may he hold high and handed 
on. But the education of a nation docs not aim at tins, 
but at something much greater. A school accordingly 
is not to he judged as an educational institution by the 
number of its “scholars" but by its ethical results, 
including, as the precondition of such results, bodily 
vigour. 


Our constant aim in studying the science of education 
must bo to bring all philosophic discussions and con¬ 
clusions to a practical issue. We have to deduce rules 
for our guidance. 

The supreme end is always, it is presumed, with us, 
and is daily and hourly iuflueueing us in what we teach 
or deliberately omit to teach; but, besides exercising 
this governing function, it yields a principle of method 
which helps us in our teaching. For the end con¬ 
templated is a practical end ; it is the issue of intellect 
and of moral and spiritual ideas in a habit of action ; 
it is a turning to use —the use of life, of all the furni¬ 
ture and trained activity of mind. 

Principle of Method ,—TURN To use. 

Accordingly, this principle should Iks constantly 
applied in every subject we teach and in every lesson 
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in every subject. We see the rule illustrated by a 
good teacher of mathematics, who knows that his 
business is not to make mathematical experts, but to 
use mathematics in so far as it contributes to the 
general education of the human mind. Every theorem 
understood has its consequences. The practical re¬ 
lations of geometry to mensuration and geometrical 
drawing, and the deduction of riders to be worked 
out independently by the pupils, are never omitted 
from his course. He » indifferent to the amount of 
Euclid “gone over"; his business is to pause and to 
make aura by means of deductions that the intellectual 
discipline and the practical application are insured. In 
brief, at every stage he " turns to use." 

Ho with the good teacher of language: he turns 
everything to use from the first lesson onwards. 

The ultimate and sole effective test of all knowledge 
in every department is—Cau the pupil me it 1 



LECTUKE V. 


THE EDUCATIVE PROCESS GENERALLY AS DETERMINED 
BY THE SUPREME END. 

*31. * - 

The life is not acliieved except through the 

habit pf virtuous activity, and in like manner the 
virtuous life' ia^rot fulfilled until it passes into the 
spiritual life. The ethical life, accordingly, is not a state J 
of Icing solely, but a continued series of ethical acts \ 
bound together by an ideal of life. If this be so, and 
if the ethical life be the supreme end of education, the 
analysis of the elements (moments or steps) of an ethical 
act ought to yield to us the Educative Process generally. 

I find that the ethical act, as a final willing of the 
good, contains the following elements:— 

1. Eight judgment as to the facts before us and their 
relations: a process of reason. (Substance of knowledge 
and power of discrimination.) 

2. A moral idea (at the heart of which there is 
always an emotio n) following on the clear perception 
of the facts; which idea incites or attracts us to act in 
accordance with itself: and this we call our motive of 
action (at once end and motive). (Substance of morality.) 

3. Willing or action in accordance with the said 
motive-idea under a sense of, duty to it as Law—a 

31 
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sense of imperative obligation (itself by itself also a 
motive). (Moral discipline.) 

4. The perception of the idea as in God and of the 
law ns Divine. (Religion.) 

If I will in accordance with the idea (taking it into 
myself, and making it part of my character for the 
occasion), I have a resultant sense of harmony, non¬ 
contradiction, or peace, which is always the inner 
guarantee of the attainment of ethical completeness. 

Note 1.—Lot ino repeat that when 1 say that the 
end of the education of the young is effective virtue 
resting on a virtuous state of being, in other words, the 
habit of virtue, I do not use these words in a vague sense. 
The virtuous lift* is not a life of contemplation, but of 
action; it is not an abstract, but a concrete made up of a 
series of daily and hourly virtuous acts. We do not 
wish to rear citizens who talk atsiut the virtuous life, and 
walk about displaying moral placards, but citizens who 
tjuietly do their duty ns a matter of course, and are 
ever watchful over themselves in all the details of 
business and of social and family intercourse. A large 
part of the virtuous life must always consist in the 
efficient doing of the work for which wo get wages, 
whether that work lie carrying bricks or guiding a 
Htute. To be always virtuous is so difficult that there 
is no energy left for ostentatiously talking iibout it. 

Note 2.—The educator must always keep chiefly in 
view the primary demands that may bu legitimately 
made on all men—a virtuous state of being and effective 
virtue. The spiritual, which is the essence of all reli¬ 
gion, will accompany or follow. When we have trained 
to the ethical life in its completeness wo have built the 
temple. The activity of reason in things of reason, the 
enjoyment of the beautiful in nature and art, and the 
graces and courtesies of manner and intercourse (i&xttp/a), 
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all go, doubtless, to tbe ideal fulfilment of a man. But 
our business is with the temple, before we concern 
ourselves with its decoration. The rational and the 
aesthetic for their own sake will always receive the 
attention of the educator, especially in their ethical 
relations; but we cannot afford to think of them save 
as accessory to the ethical life. 

The Educational End , as I conceive it, might now be 
stated thus:— 

Eight Judgment and a Habit of good Action under 
a sense of Duty, accompanied by a comprehen¬ 
sion of the spiritual significance of Nature 
and Man. 

The Educative Process , as that is revealed by the 
analysis of the ethical act, is, speaking generally, a 
process of Instruction and of Discipline. 

A.— Instruction (Knowledge). 

(1) Instruction in our relations to things and persons, 

commonly called intellectual instruction. 

(2) Instruction in moral ideas, commonly called 

moral instruction (the virtues). (The Good.) 

(3) Instruction in the spiritual, i.e. the religious idea. 

(God.) 

B.— Training and Discipline (Faculty). 

(1) Training and discipline to the habit of intelligent 

or rational activity. 

(2) Training and discipline to the habit of virtuous 

willing, i.e. good action under a sense of duty. 

(3) Training to the spiritual habit of mind. 
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The educative process, as so conceived, gives us a 
systematic view of the whole field of education, outside 
the presupposed physical conditions. 

A.—Instruction. 

The Realistic and the Humanistic . 

To give the materials of right judgment we have to 
instruct the young. It has been usual to oppose to one 
another real (realistic) instruction and humanistic—the 
former being instruction in those things that concern 
a man’s natures nvironment; the latter, instruction in 
the relations of men to each other, and in the creations 
of man as a being of reason, i.e. literature, art, and 
all thought on that which is specifically human. The 
humanistic has also been identified with Greek and 
Latin literature, because at the time of the Kenaissanee 
the best literature was to be found in those languages. 
A little thought suffices to show that there is hopeless 
confusion in such distinctions. Literature and the 
things of thought are in a much truer sense realities 
than the things of sense, and all literature and art, 
ancient or modern, is equally humanistic. The best 
division of subjects is into the Eeal and the Formal 
or Abstract, corresponding to the two demands of 
instruction and discipline; and these again have each 
to be divided into Naturalistic and Humanistic; thus: 

I .—The Real (with a view chiefly to Nutrition of Mind), 
{a) The Real-Naturalistic: 

(1) Knowledge of the world of nature by which the 
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pupil is surrounded. (In its initial stages this 
includes lessons in colour, form, measure, weight, 
number, sound, and object-lessons generally: in 
later stages, a knowledge of animals, plants, and 
manufactured products.) 

(2) Knowledge of that part of nature nearest to the 

pupil himself, viz. his own body, with special 
relation to the laws of health. 

(3) The distribution of men and nations, with the 

physical conditions of their lives and their related 
industrial and commercial characteristics. This, 
with topography, constitutes school geography. 

(4) Physiography. 

( b ) The Real-Humanistic: 

(1.) Language, i.e. 

(a) The vernacular language as the expression 
of the thought of others. Literature. 

(&) The vernacular language as the expression 
of one's own thought, a synthetic exercise. 
(Imitative composition, with a view to the 
- correct use of language.) 

(2) Foreign languages as literature . 

(3) Economics. 

(4) History, with civil relations. 

(5) Moral instruction [including minor morals]. 

(6) Spiritual ideas, including religious truth. 

Subsidiary Subjects: 

Art. 

(a) Music. 
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(b) Appreciation of the arts of painting,sculpture, 
ami architecture. 

II—Traininu and Discipline. 

II .—Tht Formal nr Abstract (with a view chiefly to 
Hiseijdine of Mind). 

(a) Naturalistic. (h) Humanistic. 

Drawing. Grammar. 

Arithmetic. Hhotorio.' 

Mathematics. Logic. 1 

Tl»« fumtal «r almtrnct chiefly disciplins the mind and 
give power ; tho real feed the mind and give nutrition. 

To give adequate instruction in all these studios to 
ail b iiniKMiaihie; hut tho instruction of all should bo on 
those linos, carried as far as time permits, ami given 
in such a way as will lead to tho further voluntary 
prosecution of thorn. 

Heading ami writing, as instruments whorwby wo 
receive the thoughts of others and convey our own, 
are, »f rourae, primary elements in all education; hut, 
were it not that they are necessary as instruments for 
bringing the mind into contact with the naturalistic, 
humanistic, ami the formal in knowledge, we should not 
think of wasting time over them. 

The above are our materials of instruction —the food 
we give; and they are also the subjects by which we 

»Kkrtorte sad t*sfo sw a»t «■» t* formally till th» pupil 
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discipline and train the intelligence and moral nature 
of the young to an ethical result. There are, within 
the range of school life, up to the end of the secondary 
period (the eighteenth year), no other subjects having 
equal claims. 

Liberal and Technical Utilisation .—All the above 
studies enter into a “ liberal ” education. Hero again 
we have to define. A liberal education is the educa¬ 
tion of a man for the sake of his manhood, am! up 
to an ideal of manhood, without regard to any specific 
use to which he may turn his knowledge and powers. 
Doubtless, there is a sense in which all education is 
for use—the uses of life and living; but by the 
“useful” is usually understood the materially useful, 
that which enables a man to cam his living. Hence 
the term to be opposed to "liberal” in education is 
“technical,” that is to say, instruction and training with 
reference to certain industrial uses and material results. 
“ Professional" education is thus so far technical, and 
is to be distinguished from industrial technical educa¬ 
tion only in so far as it rests on more advanced, ami 
on liberal, studies. 

All thinkers on education of any importance contend 
for a liberal education—the education of the man; 
believing that thereby they best fit all men for the 
work of the world generally, no less than for the specific 
function each has to discharge as a member of a co¬ 
operative community. 

Whatever we teach for its own sake, with a view 
to the ideal of man solely, is an element of liberal 
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education. Even manual instruction, not to speak of tlie 
elements of soieuce, falls under this designation. All 
depends on the purpose we have in view, whether it be 
general or special. 

The Athenians held that the best men—simply as 
men—made the best citizens; the Spartans, though 
Hellenic in their general conceptions of education, had 
a more restricted view. Their ideal of man was the 
soldier, and their training was, in truth, technical in the 
gymnastic and military sense; and, so far, it was a 
debased Greek form. 

Culture is a vague term; but when we speak of a 
" man of culture,” wo certainly mean a man of liberal 
education. And if our definition of a liberal education 
lie correct, a man may be a man of culture though 
destitute of Isitin and Greek. On the other hand, in¬ 
asmuch as a liberal education has regard to the ideal of 
** man," it follows (and is n fact admitted by nil) that 
the humanistic or man-subjects promote n liberal edu¬ 
cation, and consequent culture, in a sense which realistic 
studies do not. A man trained solely on the latter 
cannot bo liberally educated; a man trained solely on 
the former can, on the contrary, bo liberally educated. 
In short, what is called "culture" is not within reach 
of the man trained solely on the mil-naturalistic, but it 
Is attainable by the man trained solely on the real- 
humanistic. At the same time, naturalistic subjects, 
I admit, might be so taught as to be humanised, and 
thus come within the sphere of the humanistic. 



LECTURE VT. 


„TERIALS IN THEIR RELATION TO THE NUTRITION OF MIN It, 

jt have now to consider the real elements of 
ncation, naturalistic and humanistic, one after the 
ijer, and ascertain what is the precise significance of 
jh for man, and in what sense they contribute to his 
fcrition. Always limiting our range of view to the 
•mination of what is called the period of "secondary" 
itruction,—the ago of seventeen complete,—wo have 
ascertain how much of each subject ought to ho 
juired within that period with a view to the regnla- 
n of life—right judgment and good act ion, 

Two governing considerations must accompany us 
this inquiry, and bo assumed throughout, 

L. Whatever subjects wo tench, each should lm no 
ght from the beginning, that at whatever ago social 
lessities may interrupt the course of instruction, the 
oil shall have received all the benefit from it which 
age admits of. 

J. Inasmuch as the supremo eml is always ethical, 
traction in every subject, and at every stage of 
t subject, should be dominated by this end ns 
ards its quantity, quality, and method. 



LECTURE VII. 


MATERIALS IN THEIR RELATION TO THE TRAINING AND 
DISCIPLINE OP MIND. 

To Right Judgment is necessary, not only knowledge, 
hut an active, vigorous, and discriminating intelligence. 
Tim saying, " Knowledge is power," is only a half- 
truth ; for, without an active and vigorous intellect, 
it may be a burden and an obstruction. When we 
consider that the mere experience of life, apart 
from books and schoola, may give man almost all he 
wants for the moral guidance of his life itt alt ordinary 
matters, if only he can bring to bear on that experience 
a perspicacious, jKsuetrating, and interpreting intellect, 
we feel that power alone is power, and that kuowledga 
—the accumulated results of experience—must take a 
second place in the education of a human lasing. At 
the same time, it is scarcely correct to say that training 
and discipline are of more im|>ortance than knowledge. 
Mathematics, for example, disciplines the intelligence; 
and we can easily conceive a mind admirably disciplined 
by mathematics, hut conspicuously faulty in judgment 
because of its ignorance of the real and concrete rela¬ 
tions of things into which moral and (esthetic elements 
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always largely enter. So with all pure discipline 
as such. Accordingly, the substance of knowledge 
acquired—the food or nutrition of mind, is of more 
importance than some educationalists are disposed to 
think. Let us say that instruction and discipline are, 
in fact, of equal moment. Instruction, however, naturally 
first engages our attention when we have a mind to 
educate. There is a void before us which we have to fill. 

Now we can instruct, in a sense, without giving any 
appreciable training and discipline to the intelligence. 
For our instruction may be merely information—facts 
which the pupil commits to memory; the reducing of 
these to rational cohesion being left to the chapter of 
accidents. The acquiring of information, simply as 
information and as an exercise of memory, is what is 
meant by rote-instruction. Among other evils attend¬ 
ing such a mode of conveying knowledge is this, that it 
cannot possibly interest and attract the intellect, or 
the moral and spiritual nature, of a human being ; ami 
thus, a distaste for learning and a silent antagonism to 
the teacher, and also to authority generally, are gener¬ 
ated. Accordingly, it has been found necessary to 
inflict physical chastisement, and to appeal to fear in 
various other forms, in order to compel the majority of 
boys to do the work of rote-acquisition. In truth, this 
way of instructing is always necessarily accompanied 
with severity of discipline; and hence, the teacher or 
magister has been popularly known through nil the 
ages as pedant, dominie, castigator puerorum, plngosus, 
and so forth. 
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Again, we may instruct intelligently, but with a view 
to discipline alone. In that case, we equally fail to 
interest the young mind, and so to achieve our ultimate 
intellectual purpose, which is the placing of the mind 
in an attitude of rational activity to all knowledge. 
Bitch an attitude can exist ottly when there is interest 
as well as discipline. The growing body cannot be fed 
by a series of difficult exercises in digesting, but only 
by food which it can readily assimilate and digest. So 
with the mind: it demands feeding, and the food must 
Ihj of n kind that it can digest and assimilate if it is 
tu grow either in knowledge or in power, and above all, 
ill intellectual interest. 

These considerations place us, as students of the 
science and art of education, in a critical position. 
Are the questions of assimilation of knowledge and of 
discipline to power diffunmt questions which yield us 
answers involving mutual contradiction ? If so, our 
case as educationalists would lie a Imd one; for wo 
should have to follow two different methods in order to 
attain the two different ends—nutrition and discipline. 
KortuunUdy it is not so; the best method of instructing 
with a view to assimilation, is also the best method 
of training and disciplining with a view to power, 
as wo shall see. Tito educational problem is thus 
simplified. 

hi the preceding paragraph I have assumed that 
there is such a thing as Method: and a method may 
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be good, better, or best. Indeed, the etymology of the 
word “ instruction ” would of itself suggest to us that 
there is method, for it implies the building of one 
course on another in a certain order with a view to 
the completing of a structure. 

All will admit that there must bo some method of 
instructing: and further, that the best method must be 
that which follows the way in which the fabric of mind 
builds itself up. This, indeed, is the ultimate form in 
which the question of educational method must be put. 
This is also, let it be noted, the ultimate question of all 
psychology (and to a large extent of metaphysics also), 
so closely are the philosophy of mind and the education 
of mind connected. The answer to the one question is 
the answer to the other. But the student of education 
asks the question always with a practical purpose, and 
especially with distinct reference to the building up 
or growing of mind. He does not, in a mure abstract 
interest, analyst) the complex result before him—the 
adult mind ; but mind in its process of gradual forma¬ 
tion : and even this abstract question ho investigates 
with a view to a further question, viss. " What can l 
wisely do to help mind to grow so that it may roach 
a certain ideal standard of knowledge and power?" 
All the traditionary words that have to do with the 
bringing up of the young point etymologically to this, 
as that which underlies all the particular problems 
of the family and the school, e.g, » education," " training," 
‘instruction,’’ “discipline.” 

The best method of instruction, I •have said, is also 
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happily, the best method of disciplining. We may fix 
our attention, then, on the method of instructing, since 
we shall find that the method of discipline is therein also 
contained. By a sound method of instruction we shall 
find that we best train and discipline the mind, and 
by a sound method of training and discipline we shall 
find that we best instruct it. This will appear more 
clearly as we go along, lit the meantime, as we have 
already defined the term " instruct,” let us now 
endeavour, before going further, to find whether there 
is any distinction between “training” and •'disciplin¬ 
ing ”—two words which I have generally used together, 
as if in their combination they expressed one notion. 

“Training” and "disciplining” are essentially the 
same process; but there is a distinction, 

To train the intelligence, is to carry it, or lead it, 
through the various steps which end in the knowledge 
of anything, r.y. I lead a buy, step by step, through the 
processes which cud in bis adetpiatu comprehension of 
the demonstration of a geometrical theorem, and I thus 
train his intelligence, inasmuch as I guide him through 
intelligent pmce**-*; and in so far ns I accustom him 
to such processes. He reconstructs in his own mind, 
by my help and imitatively, the thought of the original 
mathematician, and the thinking process in him is 
thereby trained. Now, to discipline is the same as to 
train, with this difference, that I call on the boy to 
initiate far himself, and curry through for himself with¬ 
out my help, the processes which end in the demon- 
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stration of a theorem or problem; as, for example, when 
I set a rider. To do this a boy has to think more 
closely, to apply himself more intensely, and in finding 
out the steps of proof for himself he approaches more 
closely thought in itself,—the processes of reason as 
such, and the conditions of its satisfaction. 

Discipline of intelligence, accordingly, is the self- 
initiated activity of intelligence with a view to an end. 
Approximately, it is the abstract exercise of intelligence. 
Thus it is that formal or abstract studies discipline 
much more surely and effectively than real studies 
do: they demand self-sustained and self - directed 
application. 

Every mental act which involves self-conscious un¬ 
aided effort is of the nature of discipline. 

Training and discipline are thus constantly, in 
practice, passing into each other. 

Let it now be admitted that if a master, when in¬ 
structing in a subject, does so in such a way as to train 
and discipline the intelligence by means of the subject, 
he will thereby not only best accomplish this important 
part of his educational task, but, at the same time, best 
give instruction. A “ war " is a “ method,” and we 
are now brought face to face with Methodology— 
i.e. the way of best instructing, that so we may lest train 
and discipline, the intelligence. 

[I postpone the question of the Training and Dis¬ 
cipline of the moral and spiritual nature.] 



LECTURE VIII. 


METHODOLOGY AND ITS SCIENTIFIC BASIS. 

It now appears that we best instruct if we pursue the 
method of instruction which best trains and disciplines, 
and that we best train and discipline if we pursue the 
best method of instruction. 

Now, the way or method of instruction is, in brief, 
the way or method of knowing, or learning. To teach 
with perfect success, the teacher must put himself in 
the position and attitude of the pupil who, lining ignor¬ 
ant, desires to know. 

It is beyond all question that wo can say nothing 
rationally of the method of knowing without analysing 
the process whereby mind os a matter of fact knows; 
that is to say, appropriates and makes use of the 
raw materials presented to it with a view to the building 
up of the fabric of knowledge. Doubtless we might 
collect together the rtmlt* of such an analysis, as 
propounded by some well-known writer on philosophy, 
and give them to you as a dogmatic system, under the 
name of "Rule# of Procedure, or Methods." We 
might then apply these rules, one by one, under the 

II 
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head of “ Applied Method/’ to instruction in this, that, 
or the other subject, and show how they worked out. 
And this would itself be a great gain. But it would 
not be the Science of method, or the scientific study 
of method, but only the more or less slavish acquisition 
of the rules of the art of instructing and disciplining 
the intelligence. These rules, when further extended 
to moral and religious instruction and training, would 
constitute the whole art of education—an art based 
on science, it is true, but not studied as a science by 
you, the teacher, and, therefore, dead, as mere dogma 
always must be. 

Accordingly, if we are to proceed scientifically and 
introduce the teacher to the science or philosophy of his 
art, enable him to see the principles which guarantee 
and inspire method, and how it is that they contribute 
effectually to our supreme ethical end, we must ask him 
to analyse with us the process of knowing: in other 
words, we must ask him to study the psychology of 
intelligence from the point of view of the growth of 
intelligence. While dwelling for a time in this abstract 
region, we shall always keep steadily in view our prac¬ 
tical aim. It is not psychology as an abstract study 
that here concerns us, but psychology in its relations to 
the education of mind, that is to say, psychology in so 
far as it yields the Art of education as a system of 
principles; or, briefly, as Methodology. 

I have now, accordingly, to ask you to accompany me 
into the abstract field of the philosophy of mind with 
special reference to education. Apart from its pro- 
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fessioual importance to you, it must be accepted as part 
of your academic discipline. For I hold that the study 
of education is itself an education, and rightly claims a 
position among university disciplines; and that not in 
the interests of school-teaching alone: fur the philosophy 
of education is a philosophy of life. 

Note .—It will bo saitl that all of us, whether boys or 
men, loam something somehow, whatever the method of 
teaching, and that very clover boys learn a great deal. 
If scientific method is of so much importance, how is 
this to bo accounted for ? In answer to this question 
I would submit the following considerations 

1. As a matter of fact, the great majority of boys 
learn very little, and got no moutftl discipline worth 
mentioning. 

2. The proportion of those who learn anything is 
greater in primary schools tlum in secondary, and this 
simply because primnry touchers nro as a rule alive to 
method (such as it is). 

3. All buys learn something, it is said, and some boys 
learn a good deal spite of bad teaching. True, ami the 
explanation of this is that human reason is a pure 
activity, and that it either shirks a dillieitlty and turns 
to something else, or it seeks of Uaelf to reduce to order 
and method the confused lessons til the master. The 
abler minds accomplish this task: the great majority 
cannot do so, and never do so. 

4. It is universally admitted that hoys learn more, 
and get better discipline, from a good teacher than from 
a had one, and that many good, and some admirable, 
teachers have Iwen untrained. Hut if wo look closely 
wo shall find that the “good" teacher is a man who 
iivdimtii'tln follows good methods, whether ho knows it 
or not The philosophy or theory of education includes 
the questions of end, of the educative process, of the 
materials of instruction and of method. Now, the 
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earnest teacher has always in his mind some theory 
more or less vague; and having end, general process, 
and materials clearly present to him, he instinctively, 
if lie is as able as he is earnest, finds, ere long, a way 
or method of instruction which is fairly good. Also, 
because he is earnest in his work, he relies largely on 
moral stimulus. This is the sort of man we call a 
“good” teacher, and whose success wo admire. The 
object of the study of education as a science and an art 
is simply to bring the end, process, and materials at rbj 
into clear consciousness in the case of this naturally 
good teacher, and to show him, before he begins, the best 
way or method of doing his daily work, and so making 
it even more effective than it is. As regards all other 
teachers (the vast majority), the object is to rniso them 
to the level of the “ good ” teacher—a level which they 
could never attain but by the help of instruction in 
their professional work. The stuefy of education, in 
short, makes the good master hotter and brings the 
inferior master up to a fair average, and in very many 
eases, indeed, makes him a thoroughly good teacher, as 
the results of our primary training colleges have amply 
proved. 

Then, quite, apart from this practical aim, the study 
of education places the whole profession on a higher 
intellectual plane. Whatever raises the school muster’s 
conception of his task makes him a better man. What¬ 
ever instructs him as to his duties, makes him a butter 
teacher. A linn hold, moreover, of end, principles, and 
method gives him faith in his daily work. 




PART II. 


THE PHILOSOPHY OF INTELLIGENCE AS 
YIELDING THE METHODOLOGY OF 
EDUCATION. 


SS 




LECTURE I. 


THE ANIMAL MINI). 

Poet and peasant are alike in this, that they are de¬ 
pendent on tradition. Differ as they may in tempera¬ 
ment and in the quality of nerve-tissue, their minds 
would at the beginning of their life-career be blank, were 
it not for the inheritance which parents and society 
pass on to them. The form and outer expression of 
a man’s poetic possibilities are as dependent on the 
imagery of feeling and of thought, and on the store of 
language to which ho succeeds, as on the materials of 
his present environment. The peasant, again, finds 
his standard of life, and u way of judging things and 
of using the instruments of a struggle with nature, 
ready-made for him. Tradition is the handing on of 
tho achievements of the past, and all are alike depend¬ 
ent on it. The schoolmaster plays an important part 
as one of the chief vehicles of transmission. Whether 
aptitudes, moral and intellectual, acquired during each 
generation’s life are also handed on, has lately been 
doubted by the biologist. 1 f it be really so, tho progress 
of humanity is less assured than it was thought to be 
ten or twenty years ago. The power of tho existing 
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generation in influencing the future of our race is 
lessened; but the teacher’s responsibilities as the 
transmitter of the past are not thereby diminished, but 
rather increased. 

With animals there is no tradition of recorded 
victories ; and if the new theory be accepted, no tradi¬ 
tion even of acquired aptitudes. They simply inherit 
a certain constitution, and they have to make the best 
of it in an ever-renewed contest with nature. They 
have mind as we have ; but mind within certain restric¬ 
tions of faculty. 

If we are to understand the human mind, we cannot 
do better than try to understand and to interpret the 
animal mind in its highest forms, for we shall thereby 
ascertain in what respects we differ from animals. We, 
too, are animals ; but something more. It is because 
we, as self-conscious subjects, are animal and some¬ 
thing more, that we are able, by observing the lower 
organisms around us, to say something regarding them, 
and get some light on what man is and can be. If we 
take the human mind by itself, without regard to other 
and lower stages of mind, we are apt to commingle 
elements which ought to be kept distinct, and to 
interpret phenomena in a confused and often self¬ 
contradictory way. 

We certainly share with the higher class of animals, 
not only the feeling of life-activity and life-impulse 
generally, but specific forms of these. All our appetites, 
os determined by our bodily needs, the outgoing feelings 



TIIE ANIMAL MIND. 


!•] 

and desires which enter into our scheme of moral 
motives— e.g. the feeling of goodwill or kindness to 
others, a feeling of the supremacy of certain things over 
us (in animals little more than fear, which suggests 
escape from the presence of that which is felt to bo 
more powerful), and a feeling of satisfaction or com¬ 
placence in the goodwill or kindness of others towards ur. 

Let me illustrate. When a lion and lioness are lying 
with their cubs in a cavern, the lioness licking her young 
or giving to them of the fruit of her own hotly, or 
such fragments of the chase as she may have brought 
home from her last raid, while the attendant lion 
growls defiantly on hearing a crackling among the 
reeds which he associates with a wild elephant or boa- 
constrictor, we have all the primitive feelings which I 
have above summarised in one tableau. In addition, 
we have the feeling of resistance to an external power 
as threatening the life of tho family. Nay, more, wo 
must at once see that tho community of tenderness rests 
on a primary lond between the members of this group, 
which is Sympathy—that is, the feeling of tho feelings 
of others, and tho consequent presence of a disposition 
to satisfy tho feelings and desires of others, in bo fur 
as these betoken a need of any kind. 

This is a picture, not only of tho animal, but of tho 
primitive man in his primitive relations, which ho can 
no more help than he can help eating when ho is hungry 
or drinking when he is thirsty. 

But at this point tho lion stops; whereas tho man, 
his wife, and children in tho stone cave have in thorn 
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possibilities, which may bo said to be speaking loosely 
infinite, though always restricted by racial character¬ 
istics and possibilities. 

Let me point out, that in addition to the bodily 
appetites which have to do with self-preservation, propa¬ 
gation, etc., we have in the above lion-group sympathy, 
kindness towards others, a pleasing sensation in receiv¬ 
ing kindness from others, a feeling of an actual or 
possible higher power, and of resistance to that power 
as threatening the life or happiness of the lion and his 
family. We can easily imagine the approach of a force 
so great as to overpower resistance by anticipation, and 
cause fear for life and a rapid retreat for safety. 

What now have we here as instincts ? 

1. Bodily appetites concerned in the preservation of 
life and the continuity of the species. 

2. Sympathy. 

3. Goodwill to others. 

4. Love of the goodwill of others. 

6. Feeling of superior power and dependence on it. 

6. Fear. 

7. Resistance to drive off danger to life (animal 
courage). 

If man were no more than this bundle of needs, in 
the form of appetitive impulses and desires, which we 
find in the lion, he would not be man; lie would not 
be even the king of beasts (save in the range of his 
sympathy, of which more hereafter), for the lion would 
soon make short work of him. So much for the 
feelings and impulses, which we call instinctH, because 
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they are connate. Let us consider, next, the phenomena 
which we call the intelligence of the animal. 

We have to go beyond mere feelings and impulses, 
and their inevitable manifestation in certain circum¬ 
stances, as, e.g, t when the lion roars defiance in the 
circumstances we have supposed, viz. the approach of 
an alarming power. This necessity of going beyond 
mere feeling is forced upon us, if by nothing else 
than by this, that the feelings of which we have 
been speaking arise only after something else has 
happened in the economy of the lion-mind. 

That something else is seeing, hearing, and tactile- 
sensation. Make your lion deaf, and blind, and in¬ 
sensible to touch, and nothing happens as we have 
described it. 

Certain impressions are made on wind we call his 
consciousness, because he becomes conscious or aware of 
them, through his eyes, his cars, and his skin. He feels 
these impressions in his conscious living subject-—the 
impression of a crackling in the reeds, of the sudden 
presentation of a wild elephant, or boa-constrictor, and 
of the personal contact of his lioness and her whelps, 
These impressions are impressions of noise, touch, size, 
shape, motion, colour (in this rudimentary sense at 
least, that the colour of the elephant is different from 
the impression made by the surrounding atmosphere 
and the forest). 

The ear and the tactual sensibility thus furnish 
materials or facts to the lion’s consciousness ns they 
do to ours, hut not to the same extent, or with the 
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same delicacy or variety as the eyes do, for they are the 
chief channels of communication with the outer world. 
We sMl, therefore, drop here all reference (except as 
it may arise incidentally) to any channel of sense- 
impression save the eyes. This we do in view of the 
task before us, and because what is true of the eyes is 
true, mutatis mutandis, of other organs of communication 
between the mind or consciousness of the lion and the 
external world in which he lives, and with which ho 
has the hard work of correlating himself, in the in¬ 
terests of himself and his family, so as to secure a 
pleasing or instinct-satisfied existence. 

I would at this point emphasize the phenomenon of 
Feeling in presence of a presentation as the most 
Aniversal and primary experience of animal being. It 
is the starting-point of all manifestations of conscious¬ 
ness, and lies at the root of all that animal and man 
are and can be. 

Feeling cannot in any strict logical sense be defined * 
but it can be marked off from other experiences, and in 
contrast with them. It is a vague anti indefinite aware¬ 
ness of a movement within the subject effected by a 
stimulus within, or from without, the physical organism. 
Without feeling there could be no beginning of conscious 
life, and in the highest expressions of even self-conscious 
reason it is the ultimate guarantee that there is any¬ 
thing present at all. In the most abstract mathe¬ 
matical process a man in the energy of pursuit is not 
self-conscious of that process, and cannot be so until he 
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makes that process an object to himself; but, all the 
while, he is supported by the vague and indefinite 
feeling of conscious activity—a feeling and nothing more. 

When an animal or an infant-man (passing over 
the' preliminary experiences of life) opens his eyes, 
his nerve system, and through this his consciousness, 
becomes aware, through the external stimulus which we 
call an impression, of an universal extensity in which 
nothing is defined, r all is confused and chaotic. Subject 
and object are, though not identical in fact, yet identical 
in feeling. There is no separation of feeling-subject 
from felt-object, still less is there separation of one 
object from another. We know that there must be 
a reaction in the nerve-cells, but it is not sufficiently 
energetic to reflect the stimulus as something not the 
subject feeling. 

By din t of continuous and oft-repeated impact the 
reaction becomes gradually more energetic, and the 
external stimulus B is placed outside as not the feeling- 
consciousness A. 

Generally it will be found that in its earliest mani¬ 
festations this feeling of a not-A is restricted to a single 
point, and does not embrace the totality of the stimulat¬ 
ing or impressing B. Bor example, a snail, instinctively 
putting out its organ of sensation, touches a rough stone 
and turns aside, or a leaf and takes possession of it; 
it does not feel the stone or leaf in their respective 
totalities as stone or leaf, but feels only a certain repul¬ 
sion or attraction limited to a single point. So, in the 
vegetable unconscious world we have an anticipation of 
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this conscious action, as in the fly-catcher. There is more 
than vague feeling so fur as the snail is concerned; there 
is a definite feeling of a “ single ” which is not-A; and 
I would call this punctual consciousness "sensation” in 
its lowest form, and assign to it the name Sensibility. 

It would require a patient, critical, and sympathetic 
observation of the infant and animal mind to say 
at what point a stimulating object is more than this 
unit of sensation which I have called sensibility. To 
determine the passage of one stage of consciousness 
from a lower to a higher is probably impossible, because 
all things progress by infinitely small steps. None the 
less is the step tukeu, as we see from the result. At 
what fraction of a moment the hottr-huud on a dial- 
plate {mints to twelve, I cannot tell, but at'one moment 
it had not arrived and at another it had passed it 

The next stage of consciousness of a definite kind 
worthy of notice here, is the feeling of total objects at 
totals. But it is manifestly impossible to fuel a total 
wive in so far as other totals emerge from the chaotic 
confusion of the extended manifold and are felt as them, 
and yet as not the particular total B, which for the 
moment specifically impresses, attracts, and occupies 
consciousness. 

The feeling of a total ns not-A (A lieing the subject) 
but B, is the feeling of B as an object There is here 
a distinctly emergent duality, and we liuvo Sensation in 
full operation. This sensation involves a feeling of di¬ 
versity (of diverse many totals), and the ptyticular object 
specifically felt is that object (B) which attire moment 
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most vividly impresses tlio conscious subject; and B will 
remain as the object in the field of sensation until ex¬ 
haustion takes place, or until 0 or I) or E has pushed 
it out and occupied the field of consciousness for itself 
in turn. How long the object B may hold the conscious 
subject in its grip, depends on the extent to which it in¬ 
terests the particular consciousness in whoso presence it 
is. The point of special significance hero is thut sensation 
is still fooling in a higher form of reflex activity, that it 
is the object which holds the subject, and that it is suc¬ 
cessive objects which move it hither and thither. The 
Subject is subject (in the popular meaning of tire word) 
to the Object. Wo may now, but only pow, talk of 
Sensation as a phenomenon of consciousness, and we 
may call that which is sensed the sensate. 

Some psychologists tell us that the total object so 
impressing sense contains or brings with it ail the cate¬ 
gories. On this see Note A, Appendix. All 1 would 
insist on here is, thut the sensing of the object in¬ 
volves externality, viz, B there, us extended, and the 
feeling of beiny in B. 

The sensed total there-being (15) is sensed as a total. 
This is the sensate. Future experience tells us much 
more about it. Wo afterwards find that this total is « 
confused chaos of particulars, which wo call its qualities 
and relations. But in the meantime wo have to bo 
content with the total as a total. 

This, however (as I have already indicated), is not 
all; for the animal and the infant man feel also at the 
same time the diversity of objects outside, and in a 
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vague indefinite way their localised relations in Space 
and their successive relations in Time. I say fed, 
simply to indicate that the consciousness of all the 
other objects which crowd around B is so incipient in 
its character as scarcely to deserve the name of sensing 
or sensation—though it truly belongs to this category. 

Note .—To say that an animal “ perceives ” an external 
object in respect of its size, shape, colour, or relations 
to other objects in space or in time, is to use a term 
which, in my opinion, is equivalent to burning; and 
knowing is the distinctive attribute of the man-animal, 
as we shall see in the sequel. 

True, this mere feeling of external objects, as objects 
and as external, is of every possible degree, and rises to 
a point of fineness and activity which approaches the 
borders of percipience; but it never crosses into per- 
cipience except in a human being. The sensing of 
external impressions is usually regarded os the basis 
of such intelligence, intellect, or understanding as each 
living organism may possess. Intelligence in its 
animal form is simply the reception and arranging of 
sensates with more or less of reflex co-ordination in 
consciousness, irrespectively of the feelings or emotions 
which they excite. 

Keeping to intelligence, we find that the animal con¬ 
sciousness receives the totalities of objects without 
distinguishing the parts of these totalities and corre¬ 
lating them with the total as inherent in that total. 

This, I think, is an important point in the natural 
history of consciousness. It may lie said, how can an 
animal see or sense the whole of a thing except through 
the parts? The answer is, that the parts in their 
totality as a one extended ohject—r.y. a shine—•make 
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an impression of a certain kind different from that 
which another object in its totality makes— e.g. a tree. 

How, then, can an animal possibly, when it sees a 
stone for the second or third time, sense that object as 
the same object as it has formerly sensed, if of the 
numerous qualities of that object it did not sense a 
single one, but only a whole in which the single “ ones ” 
of quality were all interfused ? The answer is to be got 
from your own experience. You see a man’s face as he 
quickly passes yon in the street, and if asked five minutes 
afterwards, you do not even remember that you saw 
it; but to-morrow the face you saw yesterday meets 
you again, and you are at once aware that you saw that 
same face on a previous occasion, although there was no 
one part of the face—nose, mouth, eyebrows, eyes, chin 
—which you could have described even approximately 
the moment before you Raw it the second time and 
became then aware that you had seen it before—in short, 
recognised it. 1 So, with your eye placed at the hole in 
the tube, you turn a kaleidoscope and see a certain 
arrangement of colours and forms in a pattern. You 
go on turning, and you see the same pattern return 
within the area of your vision, and you say, “I saw 
that before.” If I ask you which particular thing or 
things, character or characters, in it arc the same as 
that which you saw before, you cannot toll me one; but 
you are none the less certain that it is the same pattern 

1 It is difficult to avoid this word u recognised,” though it is a had 
one, inasmuch as its etymology points to a prior cognition, whereas 
there has been m yet no cognition at all, hut only sensation* 
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or a similar one; that is to say, the totality, or the aggre¬ 
gate of impression, is quite similar to a preceding one, and 
different, consequently, from all the other totalities of 
pattern which have been under your eye during the in¬ 
terval that elapsed between your first seeing B and then 
seeing the same B return within the area of your vision. 

Now, an animal does this. A dog does not confound 
the second bone of his experience with a stone. He 
feels the similarity with the first bone, although none 
of the specific qualities that go to constitute a bone 
in sense are sensed by him. No doubt he associates 
with bone No. 2 a lively sense of satisfaction arising 
out of his pleasing relations of yesterday with bone 
No. 1; but when I hold out bone No. 2 to him, his 
recognition of it as a bone is due to the totality of the 
^impression being similar to the totality which con- 
KStituted bone No. 1. 

j^ftnd I select this illustration because it directs us to 
' the next point which I wish to note, which is this— 

Salient Qualities and Impressions .—While all the 
qualities which constitute for the dog the "bone” to 
sense are intermixed in a confused total, them probably 
stands out in relief, after some repetition at least, one 
quality which gives rise to a particularly lively sensation, 
viz., the smell or the “ sweet edibleness " of the bone. 
This experience of yesterday with tame No. 1 stands out 
prominently us constituting the thing bone more than 
anything else does, ail the other qualities gathering 
round this in the confused aggregate of sensation. 
Thoro has been an unpurposed selection of what Butts. 
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Plants and animals alike are always selecting what 
suits them. The chief, the prominent, the salient 
quality of the bone is really the bone to the dog, all else 
oeing subordinate to the extent of being sub-sensational, 
oy which I mean within Feeling, or lying on the border¬ 
line of mere Feeling and Sensation proper. 

So with other objects. With most objects it is 
simply the totality B, as not C or D, which has im¬ 
pressed the dog and has clearly crossed the threshold of 
consciousness, and he senses the totality a second time 
witha consciousness of sameness or similarity (as the case 
may be). But with many objects the case is different: 
there is, e.g., the bone in respect to which one salient 
quality (“ sweet edibleness ”) impresses him most 
deeply; again, there is water; again, the specific smell 
of any object; again, the particular whistle which, 
when he hears it, calls up into his consciousness the 
.totality, in sense which constitutes his master. 

• Imitation and Rivalry .—Again you will notice that 
if a dog runs at an object, taking it for a bone, other 
dogs will also run and try to be at the object first, 
although these dogs, or some of them, may have already 
seen the object and had not themselves sensed that it was 
a bouo. There is hero Imitation. We saw that there 
was sympathy in the region of the natural feelings ; we 
now, in this incident, see sympathy in the sphere of 
Intelligence. 

And this new phenomenon further reveals a feeling 
in animals not yet adverted to—the feeling or emotion 
of rivalry—the desire to outstrip each other. 
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Imagination .—One point more: the image of what 
has frequently been present to a clog rises up beforo 
his consciousness when it is no longer present There 
is evidence enough of this when he is awake; much 
more when he is asleep and dreams that he is hunting 
or worrying. A dog, then, has Imagination, in its 
primary sense. 

I have led you through this analysis of phenomena 
familar to all, in order to establish tho following facts 
regarding the sensational intelligence of an animal of 
the higher order, viz.,— 

1. The animal senses a totality without being con¬ 
scious or aware of the separate qualities which together 
go to the making of that totality, lie it a stone, or a 
bone, or water, or anything else. 

2, The animal may have, probably always after a 
time has, one quality of that totality so deeply im¬ 
pressed on its sensory because of its prominence, or 
salience, or some specific relation which that quality 
hears to its own organic pleasures or {xtins, that tiro 
total object is to it this particular quality p/«x a vogue 
and wholly unanalysed agglomeration of qualities which 
together make a " total single ” of impression on his 
sensorium. A 

3, Tire animal senses the likeness and unlikeness of 
these totals or objects, *.«. it compnrt*; hut its com¬ 
parison is the conqturison of sense or sensation, and is 
accomplished on it by the diversity of objects, not by it. 

4. The animal associates one exjwrieiice with another ; 
*g. when a dog sees the cook open the kitchen-door, he 
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has a sensational image of bones, or when he hears a 
whistling, it calls up the sensational image of his 
master. The animal, then, has association of sensations. 1 

5. The animal remembers: when he sees A for the 
second or third time he feels the resemblance to the A 
of the first time; and, further, the association of A with 
B tends to call up B out of the storehouse of recorded 
impressions when A presents itself. 

6. The animal has imagination: for it not only 
retains sensates. but these are suggested to his con¬ 
sciousness when the actual object is not present but 
merely suggested by association. So also when he 
dreams, the imago of a sensate is clearly before him: 
the dog hunts in his dreams. 

7. Two dogs seeing a bone at the same moment, or 
one seeing it and the other instantaneously interpreting 
his excitement, run for it. Animals, then, have sym¬ 
pathy of sensational intelligence. 

8. Animals in presence of an object of common desire 
have a feeling of rivalry—a feeling of competition one 
with the other, which we may call an emotion, as it is 
distinct from the desire for the object tlioy pursuo. 

But all these characteristics of intelligence axe in 
sensation alone. The conscious subject is moved hither 
aiul thither by the wind of the moment. 

In short, an animal’s intelligence is a reflex intel- 

1 1 shall affirm, without further analysis, that the rule or law of 
this association is fundamentally this, that things felt together (in 
space or time), or as immediately sequent, tend to arise again together 
in the consciousness. 
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ligence. He receives, and, under the stimulus of 
impression or recipience alone, he reacts. 

I am aware that the term reflex is generally 
applied only to unconscious response to stimulus in 
vegetable and animal. I think, however, we need it to 
mark also a state of conscious response to stimulus. 
Animals are conscious automata. 


The impressions of single “ totals ” made on conscious¬ 
ness, whether from within or without, are, as we have seen, 
registered for future use. This means that they involve 
some process in the nerve-cells. Consequently, the 
involuntary or accidental repetition of the process in the 
cells (however started) will place the image of the absent 
object before consciousness. Also, any particular stimu¬ 
lus of the nerve-cells may set agoing a movement in 
another set of cells in a purely dynamical way, and 
without any consciousness intervening. This relation of 
cerebrations, as such, may be held, and yet we may also 
hold that the particular “consciousness” set up by stimulus 
Ho. 1 sets up a “ consciousness ” Ho. 2, which involves 
the corresponding nerve change as its consequent. 


Recapitulation and Summing up. Attuition. 

By analysing a complex case (the lion-family) we 
were enabled to collect together the various inner feel - 
ings in animals; meaning by feelings those states of 
the individual which stimulate to activity of some sort, 
and are complete only in activity. These arose either 
primarily from within, as, for example, the appetites, 
owing to those necessary workings of the animal economy 
which we call instinctive or innate (and which we have 
simply to accept as given potencies within the organism 
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waiting to evolve themselves); or they were stimulated 
into existence from without after a nerve-transmission 
of impressions through the consciousness-capacity of 
the animal (which we call its intelligence)*—the channel 
of co m m u nication with the outer world. 

We have now also gathered together the characters 
of this animal consciousness in its relation to the exter¬ 
nal. It is mere repetition to say that we have assigned 
to the animal mind the following characteristics:— 

The animal has sensation, and senses as mere matters 
of fact all that affects its being from within or without. 

The animal senses external objects as "totalities” 
without sensing the individual properties of these 
objects, still less sensing them as individual properties 
going to make up the said total object. 

In sensing total objects the animal senses them 
as diverse one from the other. Therefore the animal 
senses likeness and unlikeness. 

The animal senses an object, and when doing so 
senses its sameness or similarity with the same object 
as formerly sensed; therefore, the animal has memory. 

The animal can sense vividly some specific quality of 
an object as involved in that object, while all the rest 
of the said object is in the confusion and mist of its 
original aggregate so far as sense is concerned. Therefore 
(and for other given reasons), the animal has association 
of sensations or impressions, and is under the influence 
of that association. 

The animal, further, through association remembers, 
and through sympathy imitates, and rivals. 
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The quantity and quality of an animal’s relations to 
the external world (which external world is to it, as 
to us, a various and complex chaos of coexistent and 
sequent series) depends on the constitution of the animal. 
Some animals may touch the world only atone point at a 
time, as the sea-anemonu and the snail seem to do. Its 
sensations in those cases are units , and very uninstruc- 
tivo to us, though sufficient for the preservation of the 
animal's own existence. But as we rise in the scale of 
animal life, we find a more complex constitution bring¬ 
ing the conscious animal-being into wider relations with 
the complexity of its surroundings; and, above all, en¬ 
abling it to receive and deal with a sense-totality, a single 
object as distinguished from oilier objects, and to have, 
t imply, huu'tetr, m stmt Urn, Comparison, Association, 
Memory, etc. 

To formulate and tubulate:— 

Animai. Mini* on Consciousness. 

I. As regards Intelligence, we have in animals— 

1. Sensation of objects. 

2. Comjmmim of the diverse us a sensation (like¬ 

ness and unlikeness). 

3. Sensation of relations of objects in time and 

sjKice. 

4. Association of sensations. 

5. Memory. 

6. Sympathy of intelligence, and consequent 

imitation. 

7. Imagination. 
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II. As regards inner Feeling, we have in animals— 

1. The feeling of life-activity. 

2. The natural appetites working from within. 

3. Sympathy of being and of natural feelings. 

4. The feeling of kindness to others. 

5. The feeling of pleasure in kindness received 

from others. 

6. The feeling of a suporior power in presence of 

anything that may hurt. 

7. The feeling of resistance (animal courage). 

8. The feeling of fear or of evasion of anything that 

may hurt (animal cowardice). 

9. The feeling of rivalry. 

All these insist on manifesting themselves as occasion 
arises. 

We have now before us the mental constitution of the 
higher animals; but I should not have thought it neces¬ 
sary to dwell on this so long had it not been that we 
have hero also our own human constitution in so far as 
wo are animals. Further, wo have before us our own 
nature and limitations up to the ago of twelve months, 
loss or more. G*T H 4 

The animal is a victim of its own sensations and 
feelings and associations. It is driven hither and thither 
by them. It is, both as a creature of inner feeling 
and outer fooling, merely a bundle of stimuli and re¬ 
actions or reflex activities. It does not get beyond 
the reflex action of the cerebrum and of the conscious 
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subject, although the constant repetition on its sen- 
soriuro of external facts, calling for a constant repetition 
of responses, enables the more finely organised animals 
to do things, by virtue of memory and association, that 
approximate very closely to the actions of a rational 
being; especially when they are in constant contact 
with rational beings and imitate them. 

Now, the stage of Mind readied by the highest 
animals, whereby they are able to sense a total object, 
I call the ATTUtTtoNAL stage. It is the highest form 
of wmsation (the lowest form of which is merely 
sensibility to a unit of impression), inasmuch as it is 
sensation of an aggregate of qualities (impressions) con¬ 
stituting in their nijijrnjuU a single object, and sensed 
by bhu animal ns an externally existent whole. There 
is, in truth, a nenmtional reflex synthesis; for which the 
propr name is Synopsis. 



LECTURE II. 


THE MAN-MIND. WILL : PERCIPIENCE. 

SELF-CONSCIOUSNESS. 

When we speak of educating a man, the question, after 
all has been said, comes to this: How shall we make a 
man of him ? and, in the case of a girl, How shall we 
make a woman of her ? We do not propose to make a 
woman of a boy, nor yet to make a man of a girl. 
They are different from the beginning, and they are to 
be as different in the end as they are in the beginning, 
neither more nor less. 

But boy and girl share something in common, and 
that something is neither the male nor the female 
element, but the human. Thus far, the aim of edu¬ 
cation is the same for both; and when we use the 
phrase, “the education of a man,” we use the word 
man in a generic sense as signifying humanity. The 
“ worthier ” gender stands for both male and female. 

Now, if I desire to “ make a man ” of a boy, I do not 
wish to train him up to be like this man or that man ; 
but to bo a true man. My standard of man is not 
Jones or Brown or Robinson, but the ideal of man. 
It is something universal, not particular. And this 

75 
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ideal of man must contain the essence or idea of man 
—that whereby he is not anything else, but only him¬ 
self; not a wolf, nor a pig, nor a bear, but a man. 

Clearly, then, if I am to educate a boy I must have, 
in my thought the ideal or complete notion (to call it 
so for philosophical consistency) of a man; not of 
Jones or Brown or Robinson, as I have said, who are 
poor specimens enough, but of man universal—of man 
as not anything else but himself. 

Now, in building up the complete notion of '* Man,” 
I have already taken the first step,—an important one, 
too; for I have begun at the foundations of the fabric, 
and shown you what man is in so far as he is animal 
Even ns animal, man is richly endowed by nature, of 
which he ia still a part, and with which he lives in the 
constant interchange of give and take. Simply as an 
animal, man is the most capable of all animals in the 
sphere of feeling and sensation. No doubt an animal 
of one kind develop for his specific needs a keener 
sense of sight, and an animal of another kind a keener 
sense of smull, another is fleeter, and so on; but, take 
him all round, man is a finer, subtler, more enduring, 
and altogether more admirable product than any animal 
yon can name—in brief, the “ paragon of animals.” 

If we stopped short at this point, then, we should 
have to consider what steps had to be taken to educate 
him to be a perfect animal of his kind. And, in truth, 
the earlier races thought of little else, for obvious and 
sufficient reasons; and even in these days you hear 
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such expressions as this coming with a peculiar gusto 
from those who have not, probably, in their heart of 
hearts got very much beyond the stage of barbarism, 
viz. “ The English public-schoolboy is a fine animal.” 

To pass from this, however, we must admit that if 
man were only the finest of animals, our duty as 
educators would be to have in our heads a standard or 
type, and to educate him up to that. We should not 
think of educating a cat into anything but the 
perfection of its own kind, any more than we should 
think of educating a rose into a vine or an elm, but 
simply into being the best possible rose. You see the 
labour and ingenuity spent on an ox or a horse to 
make them the best of their own kind. In short, we 
educate a horse or an ox or a rose up to the perfection 
of itself; that is to say, up to the ideal of an ox or 
a horse or a rose, which ideal we have present to our 
consciousness in imagination. 

All animals and plants have much in common : and 
to confine ourselves to animals here, they have the 
greater part of their nature in common. But each has 
something whereby it is itself. A horse and an ox 
have a groat deal in common: indeed everything except 
that which finally differentiates the one from the other, 
and makes the ox an ox and not a horse, and the horse 
a horse and not an ox. This differentiating “ some¬ 
what,” which is a secret, but which I infer from outer 
manifestations in appearance and in action, I call the 
«idea ” of the ox or horse; and if I am to educate 
either of these animals truly, I must, while paying due 
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regard to all other facts and conditions of their exist* 
ence, specially direct my attention to the “ idea." To 
this I must educate them, so that they may he the 
heat of their kind respectively. The total 

conception 1 lrnve of an animal is to be called its 
Notion, the differentiating diameter or characters are 
the •* idea " within the notion. 

Now man ie not only the paragon of animals, he is 
something more and different If I am to educate 
him aright, then I must, while paying due attention to 
all other conditions of his existence,—to the total con¬ 
cept of him, the Notion,—educate him up to that 
" something " which differentiates him, and lifts him 
niiovu and distinguishes him from other animals, if there 
he any such characteristic. And as this differentiation 
is a differentiation which lifts him abrnm animals, it 
mmi tpmm all / ilo in educating him as a whole, 
because it is placed there by his Creator to govern 
all else that goes to constitute him, inasmuch as it 
constitutes him what he really and truly is. The idea 
in a thing always governs, always must govern and 
control the parts of the whole; otherwise the thing 
would not lie itself. 

What is that "idea" in the notion man f Hem we 
hnvu him an attuilionai animal of u very fine sort placed 
in numberless relations to nature and to other animals 
like and unlike himself, and instinct with all those feel¬ 
ings, and innate impulses, and sensations, and connate 
capacities, which 1 have already enumerated. But all 
these feelings and sensations are on an equal level— 
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in so far as he is an animal. He gratifies first one then 
another as the fit seizes him or necessity demands, 
just as an animal does. He is a bundle of particulars; 
he is without order in himself; he is an anarchy or 
chaos. Beasts, it is true, have instincts to this or that, 
or away from this or that, so strong that they manage 
fairly well to adapt themselves to their environment, 
and live and act in a satisfactory, though beastly, way. 
But man, alas! has no such certainty of instinct to 
guide him, but has instead an endowment which specifi¬ 
cally characterises him—“whence all our woe!” This 
endowment confounds the natural operation of instinct. 

The specific endowment which makes man different 
from other animals, lifts him above all animals, and, con¬ 
sequently, above his own animal nature, is essentially 
and primarily Will. If I had asked you for the differ¬ 
entiating characteristic which constituted the “idea” 
of man, you would doubtless have at once said Reason ; 
and you would have been right. But for the sake of 
simplicity itself, I beg you to go deeper down and see 
in Will the root, possibility, and essence of this very 
endowment which in its fulness is called Eeason. 

When some speak of Eeason as being the specific 
endowment of man, they would almost seem to think 
that a piece of clockwork had been put inside him, 
on the top of his animal mind, to regulate that mind; 
aud then, when you come to the moral sphere,—the 
sphere of conduct, and encounter Will, they seem to 
speak of Will as if it were a bare force subsisting on 
its own account, and working in more, or (generally) 
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less, harmony with the clockwork Eeason, side by side 
with which it stands like a sentinel at an “out” 
barrack’s gate. . 

Now, if you desire simplicity,—the simplicity of 
truth,—try to get rid of these inadequate conceptions of 
Eeason and Will. If you do, you will attain to a 
fundamental point of view which will give unity to 
your whole conception of man as a being to be educated 
whether you regard his intellectual or his moral relations. 

Imagine yourself to be a conscious subject or being 
such as an animal is, looking out on the world, receiv¬ 
ing impressions from it, and having sensation of them 
and of the various objects by which you are surrounded 
and to which you are related. You receive these in 
sensation simply as they present themselves, and you 
sense and do this or that according as objects impress 
and stimulate you to reaction. This is the attuitional 
condition. It is summed up in the words “ reflex 
consciousness.” 

Again, throw yourself into a rudimentary state of mind, 
and feel the dreaminess and confusedness of it—the 
condition in which you are when the brain, exhausted 
by illness, takes slight note of things, or when, recover¬ 
ing from a faint, the outer has more power over your 
mind than any inner energy you can* bring to bear on it, 
when the vital centres fail to react, and you cannot dis¬ 
tinguish object from subject, and all is dreamily subjective. 
This would seem to be the condition of a babe in arms. 

Better still, perhaps, imagine yourself coming from 
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another and wholly different planet, suddenly pla nted 
on a clear night on Edinburgh Castle with the. stars 
above you, the brilliantly lighted town spread out 
beneath you, girded by a moonlit sea and backed by a 
misty .suggestion of the distant northern hills. You 
have not had time to recover yourself, your conscious¬ 
ness is overpowered, you are aware of a multiplicity 
and diversity of objects and qualities; but that is all. 
Sensation in an elementary chaotic form barely one step 
beyond Feeling (in which subject and object are insepar¬ 
able) occupies the field. This gives place quickly to a 
vivid sensation of this or that particular object, and 
sub-sensations, or feelings, of all else. 

Soon you rouse yourself out of this sensational or 
attuitional condition, and bring the energy lying within 
your consciousness to bear on all these sensations. 
You move out of yourself to seize them one by one, 
separate one from another, discriminate them as separate 
totals, and reduce them all to some kind of order— 
though it be only an order of locality. 

Now, this movement, from within your conscious 
subject outwards, to seize each separate thing by itself 
and for itself, is to be called Will. If any weak person, 
calling himself a “ scientist,” has a superstitious dread 
of the word Will, let him call it Spontaneity. 

This state of consciousness is no longer the mere 
reflex action of animal consciousness stimulated by 
external impressions; it is that, but it is something 
more. It is the free outgoing of your conscious subject 
to take possession of these various and varied objects, 
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and make them your own by distinguishing one from 
the other, and placing than back in your conscious 
subject as your own—re-dudng them to the conscious 
subject Along with this act there arises the impulse 
of naming. This is true doctrine unless you accept 
the only alternative, vise, that the mind of man is 
to W explained ns a bundle of impressions and reflex 
actions determined always and at all times by some¬ 
thing not hinmif, ami that wlrnt you imagine to be the 
purest ami loftiest act of Will is merely (as some 
would call it) the resultant of a " complex of sensa¬ 
tion*.*' It is at this ijoint, and at no other, that the 
Uiltli' of Free Will as a moral question must he fought, 
and either gained of lost. If Will bo not root of pure 
reason, it is an illusion to imagine it free when directed 
to m»rnl ends. 

Now this movement of will, prehending and bringing 
l»ack, «»r reducing, to your conscious subject an object 
which i* already in the subject os a sensation (or thing 
sensed, a semtaUi). is l’EltOSIVlNO or Elementary Knowing. 

The very word perception— per and capio, to take— 
{joints to the nature «f the act us an act: so does uppre- 
liension — ttd•pethtmlcre, to seize to yourself. 

Through the evolution of this Will in your conscious 
subject you have emerged out of and beyond animal 
scitMitioii in its highest form (Attuition), and are now 
a {jercipient being, a knowing being, a man-being, a 
*clf determining Wing, and no longer a more victim of 
the dynamical interplay of feelings and sensations. 

i'rretptton or percipients®, then, is the separating of 
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an object already in seme from otlier objects, seizing it, 
and placing it in your own conscious subject as then 
and thus known, and, in the crisis of being known, 
affirmed; and thus urgently demanding a name. 

To ascertain what it is that you first perceive, you 
must go back to the record of attuitional consciousness, 
and you will find that you first perceive totals as totals 
—total objects, diverse one from the other, e.g. the 
guns, walls, trees, streets, lights, houses, sky, sea, hills. 

Now, suppose you fall asleep, outworn and over¬ 
whelmed by the multitude of objects that oppress you, 
and awake refreshed, you re-perceive these “ totals ” and 
recognise them—the guns, the walls, the buildings, and 
so forth. Remember that merely as an animal you are 
already endowed with memory, association, a sense of 
likeness and unlikeness, and so forth: I pass all this 
as known to you from our previous analysis. 

Now, if you were asked to specify by what qualities 
you recognise this to be a gun, that to be a ball, and 
that a wall, you could not name one. You would 
simply be able to say, “the total impression made 
on my sense was that which you call here a gun, 
there a ball, and there again a wall.” You have dis¬ 
criminated and fixed each total. Perception is always 
of the single. This distinct differentiation of an 
object is the reduction of the object to consciousness, 
in which act se//-coimciousne.ss is involved, though it 
does not yet quite emerge. Of this differentiation and 
reduction, affirmation, viz. “that tiling is” — is the 
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i«me; and if wo go on thinking for ever, our last 
question will still ho our first question, viz. what is the 
object ? Along with the afTimuttion that A is, wo have, I 
have sai*l, an impulse to name A. Without a word to fix 
the determination of the thing, and externalise our con¬ 
sciousness of it, we should probably have to go through 
a fresh process every time wo saw the same object; and 
progress would be impossible. The articulated sound 
fixes and symbolises an accomplished process, which, 
though it bo in a sense repeated every time we subse¬ 
quently perceive the object, is yet related with ease and 
rapidity by the help of the familiar symbolic utterance. 1 

[There seems t»> be a general law in the universe that 
impression completes itself in expression, and that the 
former is incomplete without the actuality of the latter.] 

Conscious subject, ns now freely willing, moves about 
proheuding nil that comes within the range of the ten¬ 
tacles of sense. Further, the conscious subject, thus 
spontaneously moving or willing, has, within this move¬ 
ment (Will), an end towards which it moves, and that 
end, at first unself-eoitsciotts and terminating in a per¬ 
cept, is (after a slight exjwrience) knowledge itself as 
such (a universal). Of this again. 

The bringing of the sensnte a second time into cun- 

* According to tlii* theory, a deaf-mute, Iwfore ho attain* to the 
urn at manual eigne, affirm* when he |wririv«**, The affirmation is 
arreatitd by the inability to articulate ; hut there ia an accentuation of 
the affirmation, not only in conaelouanraa, but abut physiologically, by 
an inner movement or outer geature. The |«>nsej>t ia tbua in aome 
malarial way Asad but always inadequately, 
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sciousness as a discriminated and affirmed object, is called 
reducing it to tlxe unity of consciousness,—to that basis 
which remains a “ one ” in the midst of endless recept¬ 
ivities and activities. 

Perception, then, may also be defined as the seizing of 
an object as a total and a single and reducing it, as itself 
and nothing else., to the conscious subject. 1 

We have now passed from passive-activity to active- 
activity. We have got pure Will as the differentia or 
idea of man as distinguished from othor,animals. Let 
us keep fast hold of it as the clue which can alone guide 
us through the labyrinth of mental evolution, and, by 
reducing all to unity, give simplicity of view. The 
“ idea ” in a thing, remember, governs by inherent right 
all the elements in that thing. It is supremo in all its 
relations to the thing, and all the relations of that tiling 
to other things. 

We have now passed from Nature (with its impres¬ 
sions and reflex activities) to Spirit and Freedom. 

Note now: 1. The definition of I’urapionec; 2 That 
percipionco is of singles; 2. That it is an net of discri¬ 
mination whereby one is separated from all else—all else 
being meanwhile in attuont sensation alone; 4. That 
percipience as above defined is of inner sensates as well 
as of outer sonsates; 5. That the knowledge of all we 
can finally know begins with percipience; 6. That this 

1 There in hero manifestly a process which is a diabetic process j hut 
for this I refer to my book entitled Met. JV. et F., merely saying hero 
that this first and elemental process of percipianee is the process of 
Reason generally, or, as wo say, its Form, Essence, or Idea. 
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percipienee is the first movement of Reason in taking the 
universal complex we call experience, and, subsequently, 
each individual complex, to pieces with a view to build¬ 
ing up these elementary percepts into a known unity, 
and so superseding the sensed whole, the mere attuit; 

7. That after the first act of percipienee is performed, 
the total sensate or attuit is converted into a percept; 

8. That an attuit involves consciousness; a percept, self- 
consciousness ; 9. That the mere separation of sensates 
(singles or aggregate wholes) as diverse in attuition, is 
u separation effected by reflex action in response to 
an impression or stimulus; while the dmrimvncdim 
effected in percipienee is through an act of Will, and 
involves affirmation and speech. But, above all, note 
that the movement in jiereipience is a free movement of 
Will — a differentiating, pure, subject • generated act 
which lifts man out of the animal, and is thus, as idea 
of man, the key to all intellectual operations (e.g. Con¬ 
cept, General Concept, etc,), the governing principle in 
Kthies, the guide in the maze of Political Philosophy, 
thu master-conception in the education of a human 
being. 1 

The educational deduction is this— 

The education or mind as h eason is the training 
and iHsciruNK or Will as a jmeer ; and secondly, 

* Nut only no j but in an analyei* of the percipient procese which 
Ha* outilde oar parpoae here, and of the nature of the act u * differ- 
an Hating, negating, and determining act, Ilea the true critique of 
knowing, and the explanation, though not perbape always the eolution, 
of many metaphysical questions, 
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THE TRAINING AND DISCIPLINE OE THE WILL-MOVEMENT 

as a process whereby the conscious subject takes 

THE WORLD TO ITSELF AS KNOWLEDGE. 

But, we live in a Beal, not in a Formal world; and in 
selecting subjects for education we have to consider man’s 
immediate needs and duties, while always using these 
subjects in such a way as to train and discipline the Will- 
Power and the Will-Process. 

I have pointed out that what I first perceive as a one 
thing is that which is already a sensate. To ascertain, 
then, what it is I perceive, I must understand what the 
sensate yields to pre-percipient sense. It yields— (a) The 
consciousness or sensation of a complex extended total; 
(b) The consciousness of that total as being; (c) The 
consciousness of that complex total as localised out 
there; (d) A consciousness of the spatial relation of 
that total to other diverse totals. 

None the less is percipience the percipience of a one 
total sensate. The sensate itself is a complex, but it is 
as a fused complex that it is first perceived. 


Note on Consciousness and Self-Consciousness. 

I have said that a sensate is an object in sensation. 
It is only when the inner reaction is adequate that 
an impression extricates itself from identification with 
the subject-consciousness and becomes an “object.” 
The fact and word “object” brings necessarily with it 
the correlative fact and word “ subject.” Prior to this 
there is a state of what we may call subjective feeling, 
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but there is no experienced subject, because there is 
no experienced object. 

Now in sensation I do not in any sense know the 
object, Tiie subject is at this stage merely a basis or 
jHiiut of support for the object. I sense the sensate 
(object) as a something not the subject, but the subject 
itself is not objectified. The subject is sunk in the lower 
state of Feeling simply. The subject names the sensate, 
but it only vaguely /eels itself. That is to say, the subject 
is not yet extricated from the whole of being and made 
to stand out as itself a substantive and specific being. 
This is possible only at a subsequent stage of mind 
beyond that of sensation and nttuition,—the stage at 
which there advances, from within, the energy or force 
of which I have spoken (call it Spontaneity or Will as 
von please), and seizes or grips the sensate and takes it 
hack a seeoud time into consciousness. 

Note that sense urn! the sensate, the conscient and the 
n>nmto, 1 are already there; hut the latter,the sensate 
or object, is sensed as the negation of the subject, the 
former, i.r. the conseient or sensing subject, is merely /r/i 
as ground, and not, in any strict meaning, sensed as the 
|M>nitive of the negation. 

Hut, when l a second time, through a pure act of 
Will, take hold of tin' sensate or object, what do I 
do with it I ! replace it in consciousness ns an object, 
and at the name tin»' affirm it to lie an object there- 
etlatent foutside) mid not mo the subject. In thus 
placing the sensate a second time into the conscious 
subject, I affirm all that lias been sensed, including 
negation of the subject, and, further, !income aware of 
the subject itself as that into which I have replaced 
tlto object. I jttrreire the object and I sense the subject; 
ami have now, further, the power of perceiving and 
affirming the subject when the time is ripe. 

For the affirmation of negation is the affirmation of 
position. 


* If I may um Mob torn*. 
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Why then do I not say at once that the perception 
of the object is also the perception of the subject, in¬ 
stead of saying that the result is only the sensing of 
the subject ? The answer is that the potency of per¬ 
ceiving the conscious subject by the conscious subject, 
in other words, self-consciousness, is certainly now on 
the field ; but the act of perception, let us remember, 
involves the discrimination of an object from all other 
objects through the negation of those other objects, and 
we cannot attain to a clear perception of the subject as 
such by the subject, except by an observation of inner 
facts aud conditions,—a more difficult operation than the 
observation of external facts and conditions. Accord¬ 
ingly, the state of the case is this, that we, as a matter 
of fact, at this stage do little more than sense the subject 
as, in a general way, not the object. Mind grows gradu¬ 
ally and by infinitely small steps. 



LECTURE III. 


CONCIPIENCE AND THE SENSE-CONCEPT OF THE 
INDIVIDUAL. 

With all the celerity that belongs to Mind, the percept 
of the determined total becomes a perception of the 
elements in that complex total. The moment the sub¬ 
ject is conscious of any separate element in the single 
total before it (the attuit or sensate), it synthesises 
that element with the attuit as a one with it. This is 
the point of transition from Percipience to Concipience. 

The attuited object, we have seen, may have some 
quality so prominent as to impress sense more vividly 
than the other elements in it (e.g. to a dog, the smell 
of the object); still, this quality is, as yet, simply a sen¬ 
sation. But if, in the j percipience of the total, I rapidly 
distinguish in it a specific character or quality, the 
percept of the total is then affirmed along with its 
most prominent mark thus distinguished. 

And this means that the Percept of the total attuit 
has suddenly become a Concept of the total attuit. 

Why a Concept ? Why not still call it a Percept ? 
Because percipience of the singular or individual must 
precede the consciousness of an object as made up 
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of many singulars. The holding together as a unity of 
differentiated elements in any total object is Conceiv¬ 
ing in its strict signification. 

I have the whole world present to my consciousness 
as a sensational attuit and as individual attuits. Each 
object comes to me as a complex and laden with all the 
categories; many of which are blazoned on it and 
simply received, by me, such as extensity, quantity,., 
quality, relation; others are* implicit, and await the 
emergence in my consciousness of the capacity to see 
them, which capacity is a pure activity, viz. Will. All 
as yet is in sense. 

• I then make the first step in knowing; for I reduce 
this that, and the other sensate or attuit to self-con¬ 
i' sciousness as discriminated, perceived, affirmed. But the 
pure activity of Will, just because it is pure activity, 
insists on prosecuting its work of reduction to con¬ 
sciousness, with a view to the ascertainment of the 
elements, relations, and implications of the thing before 
me, in order that it may ultimately convert the as yet 
complex chaotic thing into a rational unity. Finally, 
it strives to convert the whole world-presentation into 
a rational unity or cosmos. 

In the last word of the Eational alone can Season 
ultimately rest. Will, and the process whereby it 
reduces and harmonises sensation, has its own right to 
live, as’ much as a rose or a bird has. It perseveres 
in its own existence for the fulfilment of its own life. 
It has a long and difficult task before it; for it has not 
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i»«»ly rationally to know things, but to actualise its 
knowledge in conduct in tin? face of an infinite number 
of ol atari.* Hint nutngimisms. But this it must do, or 
it will die overwhelmed by nature nml sense. 

I have reached this jaunt, that from among a multi- 
tmb* »f object* in sensation f have discriminated, per¬ 
ceived, mid affirmed u total object as a total, e.g. orange, 

1 tbermijion discriminate the most salient impressions or 
<ltnditicH; mid so, almost Wfore 1 nin aware of it, pass 
fr»»m j-«r« ij>iciHc to ronot|denoe, from self-consciousness 
«.f the single or individual to a self-consciousness of that 
individual as a unity of separate and separable elements. 
At this jaunt I have a L'mieejit of the individual—a 
true to nihesis of activity (not of more sense) ao far as it 
g’*'*. The attuit is no longer merely a total and single, 
it is a 1'mty and « Une. Now, still following the same 
lines, I Isgiti to discriminate, jiereeive, and affirm other 
jiurts or elements which enter into ami constitute the 
<Miii|dc& orange to seiisi'. These I continue to hold 
together as they exist imlsidu there together in the 
iit.jm t But the object ns sensnte always remains as a 
total, that is to say, the general total impression of the 
object on sense is not superseded: it is only, so far, 
Iran* elided and exjdltulod. 

irt us return now, at the risk of repetition, to the 
salient feature of the object, ill sensation-proper, a 
dug, when sensing a man or a wheel!Arrow, has a sensate 
of these ohjerts as totals, the particular qualities of 
tlieee object* Wing fused and confused in the whole. 
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But after a sufficient number of repetitions, he becomes 
aware of one or more particulars as associated with 
the total in sense and distinguishing it: it may be 
the general gait or swing of the man, or the revolving 
wheel of the barrow. These prominent or salient 
characteristics impress him most deeply (make a 
deeper dint, so to speak, on his sensory), because 
of their prominence and salience. Different animals 
will have natural affinities, as determined by their 
organisms and needs, for different qualities in a total 
thing present to them. These salient qualities are 
only associated in sense; not affirmed in percipient and 
concipient activity. 

Now, in peroipience it is the same as in attuition, but 
with a difference. In actively breaking up and discri¬ 
minating the qualities aggregated in the total, you will 
perceive, first, the deepest impression, that is to say, 
the most salient quality. The perceived total, the 
orange, is, no doubt, sensed as distinct in number and 
locality and relation from other objects as a single, but 
the elements are as yet in sense alone, and not expli¬ 
cated into perception: for this they are waiting. It 
is only retrospectively, and after percipience, that I 
am able to say that these elements ever were in the 
primary complex at all. You will probably first of all 
perceive the roundness, and then the yellowness of the 
orange, as opposed to other objects which are not round 
and yellow. You now are conceiving; that is to say, you 
are taking together two or more qualities as constituting 
the orange as a perceived “ thing.” Your concept is now 
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a " round yellow thing." Observe the word thing—the 
tiling being the total sensate (or attuit), which always 
persists in your consciousness awaiting further dissection 
in percipicnco, with a view to a richer and ever richer 
concept of itself. 

t’onmHjuently, however many facts I perceive and 
uflirm, these have always a sub-self-conscious reference 
to the total in sensation. (Noteat end of Lecture.) This 
orange which I perceive is not only yellow and round, 
hut smooth, thick-skinned, pulpy, sweet, odorous. All 
these percepts, taken together, ere long constitute the 
object ill knowledge, and are held together by the force 
of my Will. The total single in sensation has been trans¬ 
formed into u unity in jiercipience, or a unity of per¬ 
cepts, These percepts are taken together—con-cepted 
—mid the unity of the perceived object is now the 
CONCEPT of the object. 

T» CONCEIVE ANY OIUECT, THEN, IS TO TAKE TOGETHER 
IN A 1'NITY THE PERCEIVED PROPERTIES OF THAT OBJECT. 
The Concept is a One in Many. 

So various mid infinite are the suggestions of the 
universal outside me, that 1, as a mind struggling to 
know ami to use what l know, am driven into a habit 
of mental shorthand. When l perceive an orange as a 
total thing presented to my consciousness, I, after the 
preceding analysis has lioeu effected, also at the same 
moment, evneeive it as a unity ; but I do not rehearse in 
my mind the series a, b, e, d, which make up its concept. 
I see a house: what goes on in my consciousness? This: 
first, I swum the house as a total object, separated from 
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other totals in space; secondly, I perceive a certain 
quality or property, or qualities or properties, of that 
house, e.g. its configuration, its colour, its door and its 
•windows (one or more of these), and at the same 
moment I conceive these percepts (take them together), 
and say “ that is a house,” and not anything else. But 
there are numerous other formerly perceived qualities 
of a house quite well known to me which never emerge 
into clear consciousness at all. They are sub-conscious, 
and are ready to be brought up to the plane of self- 
consciousness if I should happen to want them. 

Once I have so far analysed the total object in per¬ 
ception, and affirmed certain percepts as in and of it, I 
cannot, if I would, now perceive a house except in so far 
as I conceive it; for there is now more than one element 
in my conscious experience of the total as a one. 

The percepts by which I recognise a house are, doubt¬ 
less, those which most vividly presented themselves to 
me in sensation—the salient and most impressive pro¬ 
perties (percepts) which came first in experience, and 
formed a kind of nucleus round which the others 
clustered. Theso not only came first in experience, 
but, so far as we can see, they come first in every suc¬ 
cessive experience of the same object. For the mind, 
advancing by stages to knowledge, not only assumes the 
prior stages, but repeats them. When I see^a house 
and call it a house, I feel, I sense, I perceive, and I 
conceive. The ignoring of this fact leads to not a little 
confusion in psychology. 
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* 

Order in Ooncipience.—Observe now the order in the 
Ooncipience of a complex object; (a) The most prominent 
and salient qualities are first perceived , and (b) these 
remain with us as a representative notation whereby we 
recognise an object which has been once conceived by us. 

As our experience extends, all our percepts of things 
become concepts of things. As total single objects we 
perceive the sensate as discriminated from other sen- 
sates; as a one in many, we conceive the object in its parts 
relatively to itself as a system of parts. It is a unity. 
After this stage, we never can be said to perceive an 
old object, whether in presentation or representation, 
without conceiving it. 

The parts of an attuit which we first discr imi nate 
and perceive are, we have seen, the most prominent 
and salient: these being the most impressive of the 
qualities of the object, they demand the minimum of 
exertion for Percipience. And these salient qualities 
we hold in our consciousness plus the sub-conscious¬ 
ness of the totality as impressed on sensation; and these 
together constitute the object for us. 

This psychological fact yields us guidance in the Art 
of teaching, for it tells us this— 

Principle of Method .— Teach first the most salient 

QUALITIES OR CHARACTERS OF THINGS, AND THEREAFTER 
FILL IN, UNTIL THE CONTENT IN CONSCIOUSNESS EQUALS 
THE CONTENT OF THE THING OR SUBJECT TAUGHT. 

*We have now made some progress in our Psychology, 
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for we have the whole animal intelligence before us, 
which is also ours, and, further, two movements of 
mind which are distinctive of man, and which are 
both dependent on the central energy, Will. 


Note.—The Sul-Conscious. —Without entering on the 
general question of the Unconscious, I would remark 
here: 

1. That conscious or attuent activity, being within 
the sphere of the dynamical,is constantly operative; but 
that s«Z/-conscious activities (which are all on a higher 
plane), when they are intense and concentrated, sup¬ 
press the merely conscious or sensational solicitations. 
Where there is no self-concentration, these conscious 
or attuent solicitations and suggestions occupy the 
whole field, being granted, when vivid, a certain dreamy 
admission to the self-conscious sphere. These con¬ 
sciousnesses, which never cross the boundary line of 
self-consciousness, fulfil a function in the growth of the 
fabric of mind generally, as regards its material. They 
doubtless enrich the soil of mind (so to speak). 

2. That it seems to bo an error to speak of sub¬ 
conscious operations; for unconscious consciousness is a 
contradiction in terms. There may bo, of course, cere¬ 
bration going on which does not rise to consciousness. 
There seems, however, to be no limit to sub-sef/- 
conscious operations, which may bo going on unheeded 
by the self-conscious subject when it is concentrated 
or asleep. Suspend self - concentration, and wo con¬ 
stantly become aware of the fact that consciousness as 
sensation has been going on. Harking back a little, wo 
recall that the “ clock has struck without our knowing 
it ” (as is said)—the retrospective perception of a dying 
sensate. 

3. That a knowledge or volition which has been self¬ 
consciously achieved becomes, by frequent repetition, a 

o 
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constituent element in tho merely conscious or dynamical 
life. KlTnrt is no longer necessary, and the act, whether 
intellectual or moral, is accomplished with only a 
minimum of self - consciousness Wing present. It is, 
secondarily * automatic. The product of the higher 
energy «*f self-conscious mind would seem to sink down, 
as n ]M>nmuu'Ut jmssessiuii, into the merely retlexive con- 
s* tons sphere of natural action and reaction, and become 
an integral part of our nature and character. 





LECTUEE IV. 


UNITY OF THE RATIONAL MIND : IN ITS EDUCATIONAL 
REFERENCE. 1 

Bational intelligence, as we have seen, is the con¬ 
scious subject freely functioning Will as its instrument 
in dealing with the multifarious presentations in sensa¬ 
tion or attuition. The subject, as functioning Will, is 
like Neptune raising his head above the troubled ocean 
to see, what is going on, and to regulate and direct. 
The conflicting waves have, however, dynamical laws 
of their own, which they are obeying: the sea-god has 
to accept these laws, and by his will to control them 
to certain ends. This energising of Will is at once, 
accordingly, an intellectual and an ethical movement; 
for an ethical act is simply Will effecting a thought 
end, which end is conceived, made one’s own, and 
projected by mind, as motive of action. 

You will observe, then, that this fundamental con¬ 
ception of rational psychology has, because, of its 
ethical bearing, a very great significance in education. 

In psychology as a science, also, apart from its 

1 See alto Appendix, D. 
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educational reference, the conception is pregnant with 
results. The most important is this, that it gives a 
clue which guides through the labyrinth of mental 
phenomena. Fix your attention on this Will, take 
hold of it, and follow it as it moves step by step in 
its triumphant progress towards the reduction of all 
presentations to consciousness from without and from 
within. In contemplation of this ono movement, you 
see revealed the fact that reason is essentially a one 
faculty, and not an aggregate of many faculties. And 
yet, there are steps to bo taken by it which must be 
taken ono after the other, viz. Percipience, Concipience, 
etc., and these involve prior attuition, comparison, dis¬ 
crimination, analysis and synthesis. The steps have to 
be looked at by us in order of time; but, as a matter of 
fact, these, and all further, steps are already contained 
in the mere knowing of any ono object. This knowing 
is, in short, a one complex act; but in order that we may 
understood it, the act has, as being a process of Will, to 
be resolved into its parts—broken up into its elements. 
When we speak of Percipience, Concipience, and the 
further steps of Eeason yet awaiting our consideration, 
we are simply analysing the complex unity of the act 
of knowing any ono thing as it may be known. Since 
these steps are elements in a complex, thoy are to 
be called “ moments," in the one Will - movement or 
process. But we separate them logically, and as 
the first is necessary to the second, so we place them 
in a time-order. 

Conceive, then, Reason (as distinguished from and 
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transcending feeling and sensation—the whole sphere 
of Attuition) as— 

1. "Will-power, pure and simple. 

2. Will-process, with all that it involves. 

Do this, I say, and there can he no doubt that, 
whether true or not, the conception will give simplicity 
and unity to your grasp of Reason in all its active 
successive manifestations on the way to its end, which 
'end is knowledge and consequent action. Once grasp 
the central thought and your future study is shortened 
as well as simplified: the theory of the education of 
. man’s intelligence is revealed. 

To work out fully all that is contained in the above 
conception of reason, would be to lead you into what 
is called metaphysics; but it would be also to lead 
you away from the practical aim of these lectures, 
which is the doctrine of rational mind in the definite 
and restricted field of the education of rational mind. 
It is evident that if mind grows to maturity after a 
certain way, the education of mind must follow that 
way. Method in education means simply a “way”; 
and the method of educating mind must be the way of 
mind itself as it grows from infancy to maturity. 
Accordingly, the Theory of Education, in so far as it is 
Methodology, is simply the governing principles of the 
method of discipline and instruction, as these can be 
shown to flow from the way mind grows. 

You will find, as you go on, that many of these 
principles have been empirically ascertained, and have 
received the support’of every writer on education, with- 
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out regard to the question whether they have a scientific 
basis in the laws of the growth of mind or not. Our 
business here is to bring to view the scientific basis, and 
make you conscious of it; and this is Theory as distinct 
from Methodology. 

Let me now sum up what we have ascertained as 
regards the animal or sensational, and the man or 
rational mind and also give definitions. 



LECTURE Y. 


SUMMING UP AND DEFINITIONS (THUS FAR). 

MIND. 

Intelligence: Common to Animal and Man. 

[The Feelings and Desires of Animals, as collected 
in Lecture L, Part II., are here omitted, because 
they fall under the ethical section of the phil¬ 
osophy of rational mind.] 

1. Sensation of objects, and a feeling of the individual 

s ubje ct. 

2. Comparison of objects in sensation (or as stms- 

ates): likeness and unlikenoss. 

3. Sensation of relations of objects in time and 

space. 

4. Memory (involving retentiveness, and a sensation 

of similarity of a present to a former presentate). 

5. Imagination (images of what is not now present), 

or Representation. 

6. Association of sensations as sensations, viz. asso¬ 

ciation of sensations as like and unlike, and as 
coexistent, or immediately sequent, in time or 
space. 
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7. Sympathy with the intelligence of others: conse¬ 
quently, Imitation. 

All this is on the reflex or passivo-active plane of 
Consciousness. The animal is moved by the object, tossed 
hither and thither by impressions as reflected by its 
own subject. For example, when an animal seems to 
be occupied with an object, it does not “ attend” in 
any true meaning of that term, any more than it ever 
“ intends it is detained by the object, and what we 
have before us is a detention of the conscious subject, 
not attention ly it. Again, the animal does not com¬ 
pare or discriminate: objects compare and discriminate 
themselves on the subject. The term assigned to the 
reflex sensational intelligence of the animal is Attuition, 
not Perception, still less Knowing. 

Man Intelligence. 

All the above passive activities of mind are constantly 
operative in man, and constitute a great part of his 
daily life, which is largely automatic both in the intel¬ 
lectual and moral sphere; and they occupy almost the 
whole field of consciousness in the mind of the infant 
and child. 

But now, the conscious subject functions a free energy 
or power to be called Will, and the result is a move¬ 
ment towards the prehension or apprehension of sensates, 
and this in successive steps or moments, by which it 
effects their reduction to consciousness, affirmation, and 
rational knowledge. Hence— 
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1. Percipience and the Percept, 

2. Concipienee and the Concept: 

and the other steps in the one reason-movement still to 
be considered. 


Definitions. 

At this point it may bo well to make clear our ter¬ 
minology, that you may have it for reference; and the 
doing of this will give us an opportunity of conversa¬ 
tionally revising and supplementing what has been said 
in past lectures. 

A .— Mind is Consciousness from the lowest animal, 
to its highest man, manifestation. 

The fundamental fact of mind is Feeling, and this is 
both outer and inner. Mind starts into existence with 
a presentation. We can get no bettor name for the 
rudimentary fact than Feeling, whether we speak of the 
intelligence, or of the appetites, of instincts, impulses, 
or emotions. 

(a) Feeling is to be defined as an indefinite awareness, 
in which mind as subject is not yet differentiated from 
the presentation which is the content of the Feeling, and 
which may be called the object. There is as yet, how¬ 
ever, no Object and Subject. Feeling may be of the 
single or of the multitudinous. 1 

1 Some writers seem to have an almost superstitious delight in 
exaggerating the mystery of oertain phenomena, and the impossibility 
of fixing them. Not only can this primal mental state he detected in 
the young of animals and man, hut the most cultivated man, unless he 
is wholly destitute of the emotional element, and lives an exclusively 
arithmetical existenoe from which everything is excluded save what 
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(b) Sensation is feeling which, at the continued soli¬ 
citation of the presentation, has evolved into a feeling 
of the prosen hit ion or content cat separate. This stage 
of feeling is sensation. Sensation, becoming aware of 
a variety of objects, is the sensation of diversity; but 
this is no now phenomenon, but merely a numerical 
addition to the first sensation, and like it in kind. 

We now have, as a matter of fact, Subject and Object; 
but we do not have a sensation of Subject. For this 
we must manifestly first sense subject as an Object, 
which is, at this stage, impossible. We feel the object 
os not subject (this is sensation); but we do not feel the 
subject os not object. We simply feel subject as a 
vague point of support for object. To Bense subject as 
an object is to bo m-Z/'-conscious—conscious of one’s own 
being as a being. 

The sensing of the “ object ” is not simple. There is 
contained in this consciousness—the being of the object 
and the extensity of the object, and the thereness or 
outness of the object. 

The organic appetitive feelings we do not at this 
stage mm, but onty feel vaguely. 

(r) Desire is to bo defined as a feeling from within, 
so intense as to cause movement and a pressing forward 
to some object for its own filling or satisfaction. 

can be numbered end measured, oon*tantly experience* Feeling a* I 
have defined it Indeed, it i» pretty certain tint even the most rational 
adult ha* never a dear perception or conception of anything new, 
without beginning at thia point of vague indeftniteneea, where subject 
and object ate undifferentiated. Till* i# Feeling in the generic use of 
the term: it le also upeeifically used to denote feelinga which have an 
Inner origin. 
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(d) Emotion may be defined as desire to satisfy needs 
outside and above the merely organic and appetitive; 
e.g. the need of satisfying goodwill to others, the need of 
satisfying the feeling (when “ lieason ” appears) of the 
beautiful, of the universal and rational, of the infinite, 
and of God. All morality and religion are based on 
primitive needs, and corresponding impulses to satisfy 
needs through that which is not the subject itself, 
but something else. 

(e) Sympathy is a community of feeling of one being 
with other beings (and with the universal of Being), 
and is the precondition of all emotion (though best 
defined after it). 

(f) Subject and Object. —By Subject is meant the one 
permanent conscious entity which receives presentations 
to sense from whatever source, inner or outer, they 
come. The Object is the presentation to consciousness, 
and is to be called the Presontate. 

(g) The Reprcsentate is the name to bo given to all 
objects in consciousness which have been previously 
there, but which are not themsdm now really present. 
It is equivalent to image, but ought never to bo called 
idea, which is a word sacred to a specific meaning. 

( h ) Analysis is the taking of a complex whole to 
pieces; and Synthesis is the putting together again of the 
parts, and so transforming the “ whole ” into a “ unity.” 

This involves the self-conscious separating of one 
thing from another, and as opposed to that other, ie. 
Discrimination; and Discrimination is impossible with¬ 
out an act of will directed against a complex whole. 
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(i) Will is the free self-generated nisus of the con¬ 
scious subject. 

(/) Attention is an act of will sustained with a 
purpose. 

Mk.—EVEHY NEW MOVEMENT OF MIND PRESUMES ALL 
THE PRIOR MOVEMENTS, AND CARRIES THEM WITH IT. 



LECTUKE VI. 

APPLICATION* OP THE PRECEDING ANALYSIS TO 
EDUCATIONAL METHOD. 

When we spoke of the Human Body as vehicle of 
sensation and of activity alike—the physical basis of 
Mind, — we showed that it was the first thing to 
attend to in the education of the young. The first, 
because the necessary condition of the health of mind, 
but not the most important. We must eat to live, 
but eating is not so important as living. We also 
deduced the lessons which the laws of the body 
impose on the educator, whether he be a private or 
public instructor. 1 

We might postpone a similar application of the Doc¬ 
trine of Mind until we had completed our survey; 
but it is, for many reasons, better that you should now 
at this stage comprehend the educational and concrete 
significance of the philosophical and abstract, so far as 
we have gone. 

1 To save space, these were not elaborated, but only indicated. 
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The First Principle of Method , as deduced from the 
supreme ethical end of education, is— 

Turn Everything to Use. 

Corollary —Teach nothing that is useless . 

Passing from this, let us take up in order the various 
stages of conscious mind. *We encounter first of all 
Feeling, as pre-condition of consciousness-proper. 

Feeling. 

I. The Babe in arms is, in its earliest stages, a creature 
mainly of Feeling—that state in which subject and 
object are practically identified. So far as Feeling, 
therefore, is concerned, the philosophy of mind teaches 
us nothing as to the education of mind. All we can 
say is, that looking to the facts that all is always in 
and through nerve, it is important to a healthy nerve- 
tissue that we should protect the child from all pain¬ 
ful, discordant, or offensive impressions. Calm and 
placidity, which indicate a harmonious equilibrium 
of nerve processes, must have some effect on the 
future mind-life of the babe. Were it possible then 
(we speak of an ideal state of things) to promote 
this equilibrium by securing perfect health in the 
organic functions, and by admitting to the avenues 
of sense nothing but pleasing sounds and smells 
and sights, and avoiding all that is sudden, harsh, 
discordant, and offensive, it would be a good thing. 
When Montaigne's father would not permit him to 
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be suddenly awakened from sleep, but roused him 
gradually with gentle music, he was not so far wrong. 
Who knows but that much of Montaigne’s sweet 
reasonableness of nature may have owed something 
to this delicate solicitude ? Can any one look at the 
treatment of infants by the majority of well-intentioned 
mothers without being surprised that they are so quiet 
as they are ? The mothers seem to imagine that if 
they are gratifying their own animal affection, the 
babe should in some way respond. Their general 
intelligence is too low to understand the dictates of 
sympathy for their little charge. They think of them¬ 
selves and their too explosive love, and not of the actual 
condition and needs of the babe. The instinct of animals 
teaches us a lesson. They never seem to meddle with 
their young at this stage, save wisely. Providing for 
all their wants, the parent scorns to leave the rest to 
nature. Men and women are apt to forget that mere 
gushing tenderness for helpless babes is a very cheap 
matter, and that true love shows itself, not in ill- 
regulated fondling, but in the sympathetic action which 
understands, anticipates, and satisfies the needs of the 
infant. Doubtless, mothers and nurses more or loss con¬ 
sciously aim at this. Let us wish them more success. 

Let us not forget that the whole of mind, including 
the essential man-characteristic, is always there in the 
man-chili, waiting for the conditions which make its 
emergence possible. Accordingly, we cannot say at 
what specific point a babe begins to perceive, as dis¬ 
tinguished from the mere sensing of, objects; but this 
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is manifest enough that sensation comes first, and as 
it is the source of all future material of mind (save 
the matter and issue of the Reason-process itself —nisi 
ipse intelleetus), certain propositions may be advanced 
with some confidence. There is an order in the develop¬ 
ment of Faculty. Accordingly, * 

If one Rule of Educational Method be more con¬ 
spicuous than another (so far as we have yet carried our 
analysis) it is this— 

Second Principle:— In educating, follow tub order 
of Mind-growth, which is also, generally speaking, 
the order of Brain-growth. 

An old and empirical rule this: all we can do is to 
point to its scientific vindication. Doubtless we all 
have to recognise this rule, whether wo will or not; and 
in our attempts (which are constant) to ignore it we 
meet with signal failure. But, spite of this, we go on 
believing that we know letter than nature and God, 
and taking advantage of a child’s memory for symbolic 
sounds we impart knowledge (so-called) prematurely- 
a practice not only useless, but hurtful and obstruc¬ 
tive. Take any subject you please, you must regulate 
your action by the principle, or fail Not only has each 
age its own fitting studies, but it has its own way of 
comprehending and assimilating the same study. Take, 
for example, religion and the idea of God. The man- 
child is essentially a religious being, and you have to 
help him in the slow evolution of his religious life. 
What can God be to a child ? He can be something; 
but what ? Whatever He can be, He ought to be by 
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your help; but no more. And so on with morality 
and with all intellectual teachings. Find out what 
things can be to a child, and limit yourselves to that, 
if you wish to succeed. Of this more fully when we 
speak of applied method, which is the Art of educa¬ 
tion. I would only make one remark here, that if ever 
you have the mind of an undeveloped adult to deal with 
(a Central African, for example, or a British boor), and 
desire to teach him anything, you must, even with him, 
start from the simplest child-elements of it. (Let the 
clergy and missionaries take note of this.) 

The order of mind-growth in knowing is also the order 
of the object-growth in completing itself. Not only 
does the knowing faculty move to its end after a certain 
manner and by a certain series of steps, in other words, 
by an evolutionary process; but we may say that the 
object of knowledge itself by a kind of parallel move¬ 
ment builds itself up out of sensation into knowledge. 
It may be said to separate itself from other things, 
assume its own percept and concept, and so forth: A 
(tree) differences itself as a percept from B (bush) 
and C (carrot). We may look at the growth of 
knowledge from the side of the object as well as of 
the subject. 

Consequently, we can deduce from the Second Prin¬ 
ciple these Rules— 

Rule 1. In the teaching of every subject build it up 
in the mind of the child in accordance with the order of 
mind-growth. 

Rule 2. Proceed step by step, and step after step. 

H 
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Sensation. 

I shall not at this stage speak of those characteristics 
of the conscious subject which follow the sensing of an 
object, viz. retentiveness and memory, imagination, 
etc., because we have still to consider to what extent 
these native capacities of all mind (if we may use that 
term) are affected by the emergence and activity of 
Will and the Eational; and, consequently, anything I 
might say now would have to be repeated. I speak 
here only of the Sensational or Attuitional stage of 
human intelligence. 

At this stage we have the conscious subject here 
and objects there, which objects as sensed we have 
called sensates. It is probable that this sensational 
life is dominant (though not, of course, excluding 
Percipient and Concipient activities) from the age of 
nine months to about six years of age complete—the 
period (roughly) of the beginning of the second denti¬ 
tion. If this be so, then the educational lesson is that 
we should not interfere with free sensational life. 

Third Principle: — Ur to the age of six, whatever 

ELSE IS DONE LET THERE BE NO INTERFERENCE WITH THE 
FREEDOM OF SENSATION, BUT RATHER ENCOURAGE CON¬ 
TACT WITH ALL FORMS OF EXISTENCE, AND PROMOTE THE 
NATURAL ACTIVITY OF THE CHILD IN EVERY DIRECTION. 

Sensation is observation of external facts -and 
relations; but this of a purely animal kind. It is not 
human observation. Cultivate the senses, we are 
told, as if this were the sum of early education. 
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This is one of the results of an inadequate psycho¬ 
logy. What we have to cultivate— ie . train and 
discipline—is Percipienee and Concipience. But the 
universal basis of finite mind is sense (sensations 
of the outer and sensations of the inner), and a 
broad and liberal foundation must be laid if the 
mental growth is afterwards to be broad and liberal 
and sound. Some people would make the child exact 
from the first. The exactness of Percipienee and Con¬ 
cipience is limitation. Let the child alone: let him be 
the victim of the myriad.sensations which pour in on 
him. The soil may be growing nothing, but it is being 
fertilised with a view to a future harvest. It is mere 
pedantry to interfere at this stage, and the result will 
be, or ought to be, narrow and pedantic. By all means 
provide raw material for the child, but leave him alone 
to make what he can of it. By all means give him 
paper, and pencils, and painting brushes, and colours, 
and bricks, and spades ; but let him alone. We were 
not sent into this world to be manufactured by pedants, 
but to grow from our own roots and soil. Nature in 
this earliest stage is itself accomplishing the work 
that has to be done for the individual mind. But we 
can do much to help nature here as elsewhere: and 
by “ helping ” I simply mean giving nature a chance 
and removing the impediments which civilisation has 
put in one child's way, and giving to another child the 
advantages of civilisation. 

For example, a city child comes into contact with so 
many existences,—persons and things,—and these for 
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the most part in continual motion, that his senses are 
stimulated to an early, even precocious, activity beyond 
the possible experience of a rustic. On the other hand, 
the rustic is impressed by the comparative repose of 
things, with the forms of nature, with animals, and 
the slow operations of agriculture, and so receives a 
depth of impression which gives solidity, without 
variety and alertness, to the future intelligence. A 
rustic child, then, should visit cities for activity and 
versatility; a city child should visit the country for 
nature and repose. It is not necessary to be always 
directing the child what to look at. Let him feel to 
repletion, and leave "Eyes and no Eyes” to the copy- 
htMika. bit him look at what he likes, but give him 
opportunities. This is what I mean by cultivating 
sensation, l’ercipienco and ( '(incipience are, of course, 
going on in the child, bocauso ho can’t help it. He is 
selecting wlmt suits him ; and you may depend on this, 
it is not wlmt suits yuu. Sensation, as such, is the basis 
of the future operations of reason, and should be rich 
and various tlrnt it may bo fruitful. Do not, therefore, 
limit, or in any way restrict, the receptivity and natural 
free activity of the child under the pretext of turning 
his knowing lowers to account. The Kindergarten 
system may, as regards the intelligence at least, be 
abused by the over-direction, with an ulterior pur- 
{Nate, of the free natural activities of the child. The 
chief gain in the kindergarten Bystem is its full recog¬ 
nition of the activities of the young in the direction 
of construction. It thus gives a city child of wealthy 
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parents, some of the advantages of the gutter. It 
is an extension and an evolution of the nursery 
practice of playing with bricks, encouragement being, 
however, given to imitate definite forms presented as 
drawings. The flat brick with toothed ends, admitting 
of one being fitted into another, is of more value than 
all the Frobelian “gifts.” The moral and physical 
influences, on the other hand, of a wise Kindergarten 
are, considering the barbarism of the lower stratum of 
our population, wholly good. 

And note: what is true of the child is also true of us 
men. We are (if we may so say) too much the victims 
of regulated and reasoned sensations, and, consequently, 
too much the slaves of a narrow and logical activity. 
We, too, should remember that it is God Himself who 
so lavishly offers to each of us the riches of sensation 
and feeling, and that if we do not keep the sensational 
consciousness open we are guilty of a “sullenness 
’gainst nature ” and God, and tend to grow narrower 
as we grow older. Our little personalities shut out 
the wealth and glory of the universal. Wo do not 
wish to rear poets; but except in so far as a man 
is a sharer in the inspiration of the poetic tempera¬ 
ment, he is only half-born. Philosophy and religion 
are to him sealed books: in the one department, as 
in the other, he is fit only jurare in verla (literally) 
magistri. Reason gives interpretation and form, but 
feeling is the inexhaustible fountain of reality. 

Men, whose avenues of Sensation have been early 
blocked by the limitations incident to definite know- 
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ledge, have often great force within a narrow sphere of 
intellectual or moral activity; but their narrowness 
interferes with enjoyment of life in any large sense, 
and may even unfit them for tho administration of 
important uflairs. Their sympathy ami imagination are 
cold and barren. True life, as distinguished from de¬ 
partmental knowledge and purposed activity, includes 
(always along with these, of course) openness to the 
universal in all its myriad forms, and a ready re¬ 
sponse to its never-ceasing solicitations. Education is 
an extensive as well as an intensive process. The 
mind that is the slave of knowledge tends to be 
essentially olmcumntist, because it is the slave of tra¬ 
ditionary conceptions by which it judges alt things. 
It is this traditionary spirit which is the enemy of 
Humanism, though, strange to say, it is often most 
conspicuous in men who have been trained exclusively 
in tho (so-called) Humanities. The historical struggle 
between Obscurantism and Humanism rejatats itself 
in every age, and, indeed, in the struggles of each in¬ 
dividual with himself. 

In the case of the city child, then, let him have the 
country as much us possible; in tho case of the rustic, 
let hint have the city: amt failing that, markets, fairs, 
travelling circuses, panoramas (especially geographical), 
musical entertainments, games, and magic-lantern ex¬ 
hibitions. It is true that the life of sensation is never 
more, intellectually, than the attuition of objects as 
wholes and of their relations in locality; but this, after 
ail, is the foundation of the fabric of mind, and has to 
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be respected. But we are not to forestall the next 
stage of mind-evolution. 

Take note of this, however : just because a child is a 
human, and not a mere animal intelligence, the rudi¬ 
mentary acts of Pereipience, Concipience, Generalisa¬ 
tion, and Reasoning are all going on, in a dim and grop¬ 
ing way, during the whole of the sensational period 
without your interference. For example, the marked 
and conspicuous difference of one thing from another 
—a stone from a piece of wood, grass from trees—is 
making the percipient act, though it is an act of will, 
easy. So with concepts of individuals, which to a child 
consist of the most prominent characters only. So with 
generalisations, which are rude and inadequate because 
they deal only with what most vividly impresses sense. 
To hasten the ripening of these acts is to barter life for 
knowledge, and to cheat the child of a multifarious 
experience which will be afterwards in due time turned 
to account. 

Up to the age of five or six you may introduce a 
child to new objects as sensational wholes, which in 
his ordinary experience might escape him; but this 
is all. He perceives these objects as “wholes”; and 
object-lessons should never go beyond this. During 
the last two years of infancy—the sixth and seventh 
years—you may safely give object-lessons of a more 
extended kind, but they must be given as an exercise 
in the perception of qualities which are obvious 
and superficial; and objects not within the range of 
common life should always be avoided. It is in the 
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breaking-up of what is already attuitionally familiar 
that the discipline of object-lessons consists. There is 
no good to be got from n lesson on copper ore or on a 
megatherium. This is a fact of ordinary teaching 
experience, and confirms the deductions of the theory 
or science of education. But, perhaps, we somewhat 
anticipate in these remarks. 

When we begin formal instruction, the principle 
of method to be deduced from the above considera¬ 
tions, which exhibit sensation (inner and outer) as the 
basis, and as furnishing the raw material, of all sub¬ 
sequent processes of mind, is this— 

l lir.sr.NT TO SEN'S K. 

The visible must be seen, the tangible must be 
touched, the odorous must Ihj smelt, the audible must 
be heard, the inner feeling or elementary emotion rntmt 
« felt. 


Will and f’rrcijnrnre. 

The characteristic of sensation is variety, multi¬ 
plicity, disorder, even confusion, into the midst of 
which, us we saw. Will enters in the form of the rudi¬ 
mentary reason - art of l'ercipience. The important, 
nay, vital point in the movement which we call reason, 
is tbia, that it ia Will I can perceive nothing, conceive 
notliiug, know nothing, wive in so far as ! do so as a 
self-conscious subject that wills. The fact that there 
is no conscious effort in much of our knowing, that it 
is so easy to begin with, and becomes, in the course of 
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repetition, almost automatic, does not affect the ques¬ 
tion. Try to perceive and conceive, or in any way 
know, something new and strange, like that clock on 
the wall, which you can imagine yourself seeing for 
the first time when totally ignorant of its purpose and 
mechanism, and you will realise to yourself what Will 
is as an initiating energy, and also what it is in its 
process. 

What principle of method do we deduce from the 
fundamental fact of reason ? This— 

EVOKE THE WILL OP THE PUPIL. 

This principle lies at the root of all true discipline of 
the mind of man, just as it lies at the root of that mind 
as rational mind. Sensation furnishes the material and 
occasion of the new movement, but, at the same time, 
it blocks the way, and lias to be overcome. 

It is true, as I have said above, that in the case of a 
child as of a man, the oft-repeated and insistent pre¬ 
sentation of an object in attuition makes easy, and 
almost unconscious, the movement from within whereby 
that object is perceived. If, however, I present, oven to 
a child, an object which by its novelty stimulates him to 
interest, he exerts himself to look at it, and to handle it, 
and so forth, i.e. attends to it, and so perceives it as a 
total, like or unlike previous experiences ,* and he then 
immediately advances rapidly to the conceiving of that 
total through the perception of its most conspicuous 
characters. The continuous application of will to an 
object of knowledge with the purpose of knowing, is 
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called Attention. Every teacher fails who cannot in 
practice solve for himself this problem, “How can I 
secure the attention of a class ? ” The general answer 
is, “ By following the principles of method in teaching; ” 
but to this has to be added regard for physiological con¬ 
ditions, and the extent to which the teacher’s manner , 
as sympathetic, interested, and vivacious, engages, by a 
natural reaction, the interest of his pupils. 

In teaching a subject, I must follow the process of 
knowing, whatever that process may be. I cannot 
advance by walking backwards. 

Manifestly, then, in evoking will to enter on the 
path of knowledge, I must begin with Percipience and 
go on to Concipience, and so forth. Percipience is first, 
and lies at the foundation of all accurate knowledge. I 
find accordingly certain principles here awaiting me. 
All is complex, but perception is of the single. Accord¬ 
ingly we have this principle— 

In the training of Percipience confine yourself 

TO WHOLES AS SINGLES, AND TO SINGLES AS WHOLES. 

Eule. —One thing , or one element of a thing , at a time. 

Let any rational mind try to realise in itself an 
adequate knowledge of any new thing whatsoever, and 
he will fail until -he has analysed the complex in 
consciousness down to its underlying percepts, and 
distinctly apprehended these. 

It is no mean element in the work of rational mind, 
this accuracy of Percipience. It is the foundation and 
necessary condition of every subsequent step, if that 
step is not to be simply a step into confusion. 
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It may be of little moment to perceive distinctly the 
object “ tree ” as opposed to “ shrub,” or any one quality 
in tree as opposed to any other one quality in tree, so 
far as mere substance of knowledge is concerned. But 
the important point in this, as in all other educative 
processes, is the training and discipline of faculty. 
This has always to be kept in view as our main end,— 
effectiveness of faculty ; and we can then let knowledge 
take care of itself. This is education of intelligence. 
Nothing else can be called education without involving 
ourselves in a contradiction of terms. One percept at a 
time, then, and that clearly differentiated. 


Condolence. 

The next step in knowing an object is the raising 
of the percept of the object as a single whole, to its 
perception as a unity. Mind has been discriminating 
diverse objects one from another. It now continues its 
occupation with each object to see what the object has 
got to say for itself. The various qualities impress them¬ 
selves on sense, and have now to be discriminated in re¬ 
lation to the total object, and as elements in it; and those 
qualities which are not obvious have to be sought for. 

The mind in knowing will not be hurried. It must 
take one step after another, and only one at a time. 
Like all things in nature, it grows by infinitely sinull 
steps. 

In teaching botany to a school I present a blue-bell. 
•To the children it is familiar; but it is little more, as 
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yet, than a perceived attuitional total. If they know 
anything about it beyond what they know about all 
other plants that are becoming daily familiar to sensation 
and perception, it is that* on the top of a thin green 
stalk there is a blue cup. To this extent the bluebell 
is not only perceived as a whole in sensation discrim¬ 
inated from other things, but is conceived, by virtue of 
certain qualities and characteristics of its own, rela¬ 
tively to itself. 

It is manifest that until Will, in the energy of know¬ 
ing, has reached the point at which it discriminates 
the various characters w T hich go to make the complex 
individual in sense, it has advanced only one step 
beyond attuition, and that the second step is the truly 
instructive one. It is now answering the question, 
What is that complex object before me ?—the first and 
final question of reason. The answer is ascertained by 
an analysis, which gives an adequate, though, of course, 
superficial, synthesis of the elements in the object; and 
this synthesis constitutes its (unity in many) concept. 
Will has here a higher and more difficult task to 
perform than in Percipience, and greater demands are 
made on its sheer power of holding things together . The 
discipline of Will and the training in the process 
whereby Will reaches knowledge, are here, accordingly, 
higher than they have yet been. It follows the prior 
discipline in simple percipience. Consequently the 
principle— 

In training in Concipience practise in the syn¬ 


thesis OF ONE IN MANY. 
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But remember, meanwhile, the magistral principle of 
order in conceiving, and confine yourself to the obvious 
for a considerable time. Not only must you confine 
yourself to the obvious for some time, but in your first 
exercises you must limit yourself to the most salient 
characteristics. Why ? 

Because we discovered in our philosophy of mind 
that it was the salient characteristics which were first 
apprehended by mind in building up a concept of 
a thing. Thus a second principle. (not to be called 
a rule, because it is not a deduction from a prin¬ 
ciple, but itself directly deduced from the mind- 
process)— 

In training to adequate concepts op objects, 

TEACH PIRST THE SALIENT AND PROMINENT CHARACTER¬ 
ISTICS BEFORE PROCEEDING TO OTHERS. 

Anticipate a little, and apply for yourselves this 
principle of method to geography, history, grammar, 
language generally, etc., and you will see how sound 
it is, and how universally it is neglected. 

No doubt a human being, especially if he has a 
happy nerve-basis and a suitable environment, may do 
much of all this for himself; but if he could do it as 
well as he ought to do it, education, whether by the 
parent or the teacher, would be superfluous. It is 
because the human animal cannot educate himself that 
we interpose and educate him. And, so far as the 
intellect is concerned, it is only by following the 
method of mind in its process of knowing that wo 
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can teach any subject effectively, or as Comenius 
•would say, easily, solidly, and surely. But far more 
important than the teaching of particular subjects is 
(let us never forget) the training and discipline of the 
knowing function in man. Reason (which is some¬ 
times called divine) is in our hands, to make or mar. 
Our responsibility is great. For on reason and its 
sane activity in search of true knowledge, depends 
ultimately the true ethical life—the life of conduct 
as well as of contemplation. 

Far be it from me, however, to say that, without the 
formal training and discipline of reason, a man cannot 
be ethical. He may bo so constituted as to have a 
natural affinity for the humane feelings which are 
the fountain of the ethical, and he may be by nature 
so open to the spiritual ideas which are presented to 
him in the example and teaching of others, that he 
leads an exemplary life in all his relations. God has 
not left the all-important question of conduct in the 
hands of intellect alone. Even “ to the poor (in mind) 
the gospel is preached.” But wo cannot trust to 
such casual results. The very purpose of all education 
is to strengthen the ethical in the individual, for 
himself and for humanity, by the discipline of reason, 
at the same time that, by that discipline, we secure 
a more effective discharge of all the duties of life, 
individual, social, and political. Surely a great work! 
An uneducated man, moreover, however finely attuned 
by nature, necessarily has narrow interests: his horizon 
is limited, and he must always fail to rise to ethical 
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conceptions in any large sense. The world and all 
its interests are for him his village and his home. 

It may he said by the hypercritical, that, after all, 
many of these principles of method, so far as we have 
yet gone, are already in the market. True; but they 
are not bought and paid for by those who most need, 
and ought to use, them. Experience in the course of 
the ages forces profound truths on men with the very 
minimum of thinking on their part, simply by showing 
them that certain things won’t work and certain others 
wjll. Nature, so to speak, takes care of itself; for 
there is a Reason in the affairs of men. Our business 
is to explicate that reason, and to find the scientific 
or rational explanation of good practices, and to show 
the untruth and ineptness of bad ones. This in educa¬ 
tion is called theory, and it is this which every man 
who proposes to educate a mind is asked to study. 



LECTURE VII. 


THE GENERAL CONCEPT. 

The process o! mind on its way to knowledge has been 
our theme; but our work is as yet only half done. 
The moments of sensation, of perception of seosates, 
and the conception of the percepts inherent in the 
complex sensate, take us a considerable step on the 
reason-road. We can imagine an intelligence so con¬ 
stituted as to stop at this point; but if so, its 
reduction of the material in sense to self-consciousness, 
and consequent knowledge, would be partial and inade¬ 
quate. The concept, even supposing it complete, would 
give us only the separate parts of a single thing in 
a unity. These are in the object fused, for we cannot 
locally separate the colour from the form or hardness 
or odour: they are not separated parts of the thing 
standing side by side as a collocated aggregate. Still 
they are collocated parts of an aggregate in the sense 
of elements in the total thing. We may regard them 
as the anatomical description of the thing. But we 
are not content with this as knowledge. 

We press forward to a higher conception—the con¬ 
ception of the relation of these parts, which relation 
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truly constitutes them into the actual thing before us. 
Pa ssing over many subordinate and preliminary analyses, 
we ultimately desire to see the molecular elements of 
the thing, and the dynamic force or forces which bring 
about that specific constitution of molecular elements 
which we call the “thing.” The mere collocation of 
parts gives us no satisfaction; we desire to detect the 
precise nature of the energy which determines that 
these elements shall be here A and there B or 0. In 
short, we seek the causal relations of the elements 
within the thing and “ for itself.” 

For, after all, the question we ask of each thing (and 
of the whole of experience) is, What are you ? You 
have qualities which I find everywhere else: your 
colour I find in other things, your texture and hardness 
and odour and form I find in other things; but they 
are combined in you in such a way as to make you a 
thing by yourself, and not anything else. And I want 
to know what you truly are .—in short, what is your 
essence, which is also your idea, and the purpose or rsXof 
of your existence. 

To face me, I have a quantitative difficulty: Will is 
a great power; it can hold present to consciousness 
several percepts and concepts at once, while, at the 
same time, more or less vaguely sensing a multitude 
of subconscious or sensational elements which can be 
made to emerge when I desire to realise them clearly, 
But the multitude of individual concepts is so great 
that Will exhausts itself quickly in their presence, ami 
gladly catches at some way of symbolising many indi- 
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vidual concepts as represented by one. Millions of 
dogs are represented by the one word, "Dog” or “a 
Dog”; millions of individual men by the one word, 
“Man” or “a Man.” We say “a Dog is a quadruped,” 
meaning “all dogs;” Man is rational, meaning “all 
men.” We thus abbreviate the work of Will-reason. 
This is itself a great gain if it were nothing else, 
because it abbreviates and simplifies thought. 

[To this aspect of the general concept I mean here to 
confine myself. Its relations to Cause, Essence, Idea, 
lie within the sphere of metaphysics.] 

If we can utter a judgment the predicate of which 
will cover at once many millions of individuals, it is 
manifest that we have acquired an intellectual sym¬ 
bolism which facilitates enormously the progress of 
reason in knowledge. 

How then do we get for consciousness the word 
“Dog” as distinguished from this, that, and other dogs ? 

Thus: 

I have already perceived and conceived an individual 
object, differing from other creatures within the area 
of conscious experience, and named it “ dog.” Many 
other creatures now pass before me which, though 
differing in certain respects (which are superficial 
enough), e.g. size and colour, are yet possessed of those 
characters which made me originally call a particular 
creature a “ dog ” in order to mark it off from the 
many other creatures previously seen. Because they 
possess in common those characteristics which differ¬ 
ence a dog from other creatures, I call them all " dogs.” 
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While doing so, I am gathering up, by the force of 
Will, into a unity in my consciousness these common 
(differentiating) characteristics, and so constituting a 
new reality (for consciousness), the kind, species, or 
genus, or class, Dog. This is the General Concept 
which manifestly exists as an entity of Season only; 
its actual existence being found only in that series 
of individuals in which I have noted the common 
characteristics. “ Dog ” is all dogs and no dog. 

General Propositions. — Now this General Concept 
is the mother of general propositions, thus: The 
common characteristics, above referred to as found in 
the series of individuals, are a, b, c, d. Conse¬ 
quently the general concept Dog contains in itself, 
ready to be explicated whenever I choose, the general 
propositions— 

All dogs have a. 

„ have b. 

„ have c. 

„ have d. 

Note next, that the affirmation of the general concept 
“Dog” presumes that I have seen all individual dogs 
and recorded their characteristics. But it is in no 
man’s power to do so. There is, then, manifestly lying 
buried in the general concept “Dog” an assumption or 
hypothesis, viz.: This dog, that dog, and a multitude of 
creatures (to which I originally attached the differ¬ 
entiating name of “ dog ”) represent or stand for “ all 
dogs;" therefore, “ Dog,” as a general concept, contains 
all dogs. So firm and rigid is the conviction that I 
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have got the true general concept which exhausts 
individuals and affirms a class or kind, that if any 
traveller sent me a picture of a strange animal and 
called it a dog, I should say at once, “ It is not a dog, 
because though it has a and b and also a certain general 
sensational resemblance, it has not c and d, and is there¬ 
fore not a dog, but some new beast not yet classified, 

[Some may say that the general proposition must pre¬ 
cede the general concept. Doubtless it is silently there, 
but in its explicated form as a proposition it follows 
(I think) the general concept, and is an explication of 
it. For educational purposes this matters little.] 

The formation of the general concept, apart from its 
value as the shorthand of reason, is of great significance, 
ft implies a power of Will in discriminating and hold¬ 
ing discriminations together in a unity, with a sub- 
reference to innumerable individuals, much greater 
than any yet brought into operation. The abstraction 
necessary in pcrcipienco and concipience is here quite 
outdone; quantitatively outdone, and also outdone be¬ 
cause in holding present to consciousness the general 
concept, we have now no longer the support of the 
thing as there and then present to consciousness, but, 
instead of this, only an entity generated by mind. 

The significance of the General Concept is great, 
because it carries with it the whole process of reasoning 
or ratiwination as distinct from Reason in its larger 
sense: and in reasoning are included both Induction 
and Deduction. 
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Its importance in the ordinary life of man is also great; 
because the true measure of our power over things lies 
in the truth of our general concepts. On this the 
accuracy of our judgments in the affairs of life depends. 

Its ethical importance again is supreme; because 
the general concept is the “ form ” of ethical ideas, and 
these constitute at once the motive and the end of 
all conduct. 

Further, the importance of a proper understanding 
of the process of formation is also great; because, if 
understood as it has been explained above, ethical ideas, 
however exalted, are not in themselves existent, but are 
existent only in so far as they make manifest their 
existence in the particulars of conduct—the daily and 
hourly life of each of us. They live, they can truly live, 
only in the particular. 

You can understand, then, how it is of all things 
most desirable that in the self-education of our own 
minds, and the education by us of other minds, wo 
should see to it that they are trained and disciplined 
in the accurate construction of general concepts. On 
this depend soundness of judgment and the validity of 
concrete reasoning. 

A treatise, De Hmendatione Inlellectus, might well 
centre round the general concept. Not only for its 
own sake, but for its implications; for this stage of the 
process of Will in knowing rests on the previous stages, 
without which it could not emerge; and it contains also 
implicitly the ratiocinative function. Without the 
accurate concept of the individual, which, again, depends 
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on accurate or true percepts, and these on full and true 
presentation to sense, the general concept would be 
hopelessly vitiated: and the vitiation may enter at any 
one or all of these stages. 

Principle of Method .— Train the young in the 

FORMATION. OF GENERAL CONCEPTS, AND IN THE ANALYSIS 
OF THOSE THEY HAVE IMMATURELY FORMED. With this 
object in view obey the following rule:— 

Rule. —Teach generalisations as generalisations; that 
is to say, proceed from the particular to the general ; 
from the concrete individual to the abstract. 

The tradition-bound teacher of language will say that 
the abstract syntactical rule of grammar can be learned 
quite easily by boys. Of course it can—as words; but it 
can never be anything but a meaningless collocation 
of words until it is filled with the concrete individual 
" instances ” which the boy is daily encountering in 
his studies. And inasmuch as the human mind, as a 
matter of fact, gets its general and abstract pro¬ 
position (even if it has to do so retrospectively, i.e. by 
going back) through particulars, our duty is to lead it 
to its general proposition along the road or way of 
particulars. The mind will thus make easier and more 
solid and more rapid progress in the knowledge of a 
subject, and will also have an intellectual interest in 
the subject. But these are not the sole, nor yet the 
chief, advantages; for it is only by following the way 
of reason that we can truly train and discipline reason 
to the sound and effective exercise of its powers on all 
the affairs of life. 
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The same remarks apply to the teacher of elementary 
science. Even the humblest school-science consists of 
generalisations, or aims at them. Unless the pupil is 
led, step by step, to approach these through particular 
observations, full and exact, the conclusion, bo it in tho 
form of a generalisation or a formula, is not knowledge 
any more than the case which contains a diamond is the 
diamond. The great facility many boys have in appro¬ 
priating the words and propositions that formulate 
knowledge, deceives the teacher. Heal contact with 
particulars, so that the boy himself can of himself draw 
the scientific conclusion, is alone of any value. Even 
an unintelligent knowledge of a Greek verb is more 
disciplinary and more instructive than verbal scientific 
knowledge. Such knowledge is not real ; and it is only 
in so far as it presents the real relations of things, and 
in so far as these are clearly perceived and conceived, 
that science instruction has any rightful place in tho 
school. The Itatichian rule, “per exporimentum omnia,” 
is here absolute. 

And yet words and formulation are necessary. If, 
without the help of language to fix and symbolise, 
wo could make little progress on tho percipient and 
concipient planes of mind, how hopeless wotdd bo 
the attempt to convey a generalisation and reasoning 
without it. Until we formulate thought to ourselves 
in words, we are not, strictly speaking, thinking, hut 
only striving to think, struggling with thought—“ lick¬ 
ing,” as Montaigne says, “ tho formless embryo.” On 
this parallelism, or rather interpenetration, of thought 
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and language, rests ultimately all argument for lan¬ 
guage as an educational discipline; apart, that is to 
say, from its ethical and aesthetic aspects. 1 ■ 

Note .—Here I may state explicitly what I have else¬ 
where indicated, that the child—indeed, we may say 
more truly, the infant—begins with general concepts. 
By this I merely mean that the infant, having seen and 
named an individual (the totality of impression which is 
the individual in sense), forthwith uses that individual 
image and name as a general. Having once seen and 
named a cow, he calls the four-footed animals which 
thereafter come before him “cows,” until he knows 
better (as we say). 2 So vague are sensates, and the 
first percepts of these sensates, that he sees a general 
likeness before he begins to differentiate in any close 
analytic sense. Till he gradually, by the concurrent 
processes of differentiation and likening, builds up for 
himself the concept of this and that individual, he is 
constantly wrong, and the resultant in his consciousness 
is always confused and inadequate. Still more must 
this be the case with the process of forming the general 
concept, which demands much more energy of will 
applied to things than the individual concept does; 
for he has to compare, analyse, and discriminate 
with a view to the integration of a new unity 
in consciousness. Not only is this process one de- 

1 Dr, Bully (i. p. 420) refers to a deaf-mute who, before learning the 
manual signs, reached “the highly abstract idea of Maker and 
Creator, and applied this to the world or totality of objects about 
him,” If my analysis of pereipience in Met. Mov. ti Vet. be correct, 
this is not imjKmsihle, He had the feet inf/ of Being-universal, and the 
perception and conception of the multiplicity of objects as grounded 
in Being-universal. 

* Why does a child see generals vaguely, and only slowly advance 
to differentiation and true generals I Because he is in the sensational 
stage, the victim of impression, whereas the analytic act is an act of 
Will directed against the object, and is necessarily of slow and gradual 
emergence. 
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manning in itself more energy of will, but it is vitiated 
by all prior errors in percipience and concipience 
—nay, also, by the incompleteness of the primary 
sensation. Concepts both of the individual and of the 
general are allowed by the inactive mind to form them¬ 
selves (so to speak) as vague impressions, and the 
result is fatal to adequate and accurate thinking. We 
educate in order to correct all this. We do not, how¬ 
ever, wish to interfere too much with the natural flow 
of mind, but only to regulate and direct it; and, as the 
young grow older, we further wish to rouse in them 
a self-conscious purpose of attaining a knowledge which 
shall be exact and true. 

The next movement of Mind in knowing is Beason- 
ing, Inductive and Deductive, already contained in the 
general concept, but now explicit and self-conscious. 

Having treated this briefly, we shall then speak of 
Cause as ground of things, just as Seasoning contains 
the ground of conclusions. 



LECTURE VIII. 


REASONING OR RATIOCINATION—MEDIATE AFFIRMATION. 

We now have to deal with the final processes of 
Reason, viz. Seasoning, and the ascertainment of the 
Grounds or Causes of things. 

As I am not attempting a systematic treatise on 
Psychology, but rather exhibiting, in lectures, the 
critical movements of the conscious subject in reduc¬ 
ing the world of sensation to itself, I shall take the 
privilege of a lecturer and briefly repeat, though in a 
slightly different form, what I have already said on 
general concepts, because a consideration of these is, it 
seems to me, the best introduction to the reasoning 
process. 

Think what an unfortunate gift the power of acquir¬ 
ing percepts and individual concepts would be if we 
stopped there. The whole complex world would be an 
infinite series of individuals. If we, as endowed with 
Will, felt an impulse to go further, memory would 
break down. You could not speak of “hill,” or “dog,” 
or “cow,” but only of certain individual objects one 
after the othef, each with its own specific name. 
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As a matter of fact, individual tilings outside are all 
in comm uni ty with other things, and share their pro¬ 
perties. The fire is hot, so is the sun; the grate is 
black, so is a negro’s face or a starless night sky. 
Many animals are so like each other that we popularly 
say they are the same animal; not numerically, but yet 
the same, e.g. one cow is like another. There are slight 
differences of size and colour, it may be, but they are 
substantially alike (whatever “ substantially ” may 
mean); and we apply the same name to all of them, 
though as individual objects there are hundreds of 
millions of them. 

This is, as we have seen, generalising, or the form¬ 
ing of general concepts; grouping individuals as 
kinds or classes. 

When I speak of a cow, e.g. in this way, “ The cow 
gives milk,” “ The cow is good eating,” and so forth, I 
do not specify in thought or speech any particular cow 
more than another, but all cows whatsoever. Thus, 
under cover of one word used as a symbol, I am able to 
speak of millions of things. 

Now, how do I get at this admirable time-saving, 
thought-saving result ? 

Thus: 

I have perceived an individual cow: nay more, I 
have conceived it; that is to say, I have perceived 
certain qualities which it possesses, and these qualities 
— e.g. living, animal, four-footed, cloven-hoofed, large- 
uddered—are grasped together as a unity or concept in 
my mind, which reality I have called a “cow.” But 
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numerous animals pass before me, and I perceive such a 
resemblance of qualities in certain of them that I feel 
that they are not only similar animals, but substantially 
the same, though numerically distinct. All these similar 
individuals I call cows; and then I find that I can 
talk of cow, or “the cow,” in a general way, meaning 
all cows, but yet no one particular cow more than 
another. This thing of which I speak is the cow 
as a class or kind. The word cow is now no longer 
simply an individual sense-concept, but a general 
concept, and the name “cow” is a general or class 
name. 

Now, what have we been doing ? Evidently com¬ 
paring one animal with another. That is to say, we 
have held present to consciousness certain individual 
sense-concepts, and looking from one to the other we 
have seen likeness or unlikeness, and have gathered 
under one general, or class, or kind-name, all the 
similars. 

This is Comparison. Comparison, then, is the basis of 
generalisation-. 

The general concept cow is reached by us after a 
comparison of a large number of individual or particular 
concepts. Looking at a great number of animals which 
are prima. facie like each other, we have found a common 
expression for them—which common expression I call 
a general concept. Spite of many differences, each 
animal has certain qualities a, b, c, d; therefore, a, b, 
c, d are the common characters, and any word may be 
the symbol of these. 
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There is, manifestly, in this process a high energy 
of will as a sheer power holding things together; and 
that, without the advantage of a sensible support as in 
the sense-concept. 

But this general concept “cow,” though it is one 
word denoting a unity of particulars, contains im¬ 
plicitly the general proposition, “All animals called 
‘ cow ’ have a, 5, c, d.” The general concept then con¬ 
tains in it and yields general propositions, which have 
for their sign the word “ all.” 

In saying “All cows have cloven feet," I merely 
say out at large what already had been put by 
me as the result of my perceptions into the general 
concept “ cow.” “ Cloven-footed ” was one of the 
qualities or characters which we, on comparison, found 
always present in a certain number of individual 
animals, and was one of the grounds for our throwing 
them all together under the name, class, hind, or 
general concept “ cow.” It is as if I had put ten 
pebbles into a bag, one of them red, and then said, that 
bag contains ten pebbles, and one of them is ml, I 
knew what I put in, and so I know what I shall 
take out. 

Many difficult and subtle questions arise in common 
with this generalising operation. 1 

1 For example, as to tho complex of qualities which constitutes 
the general concept cow. A gentleman arrives from tho Antipodes 
to show me a cow which has solid hoofs like a horse. Another 
arrives from Spitsbergen to show mo one which has a thick coat¬ 
ing of fur, and so on, and so on. I shall pass this question hero 
(advisedly). 
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Enough for our purpose to note that I have reached 
the general proposition, “All cows are cloven-footed,” 
"All cows are large uddered,” “All cows are r uminan t,” 
and so on, by perceiving these several characters in each 
of the animals presented to me, and which I have 
classed as cows, or rather, under the general concept 
and name " cow.” 

It is thus, as we have seen, through the perception 
of the particular or individual that we reach the general 
proposition, and that the general proposition has mean¬ 
ing to us—is alive to us. If we do not see the general 
proposition, in and through its particulars, it is simply 
so many words —voces et preeterea nihil. Of this again 
in a minute or two, under "Induction.” 


As to Comparison:—We said that animals were able 
to compare; but it was the comparison of one sensation 
with another,—a vague indefinite process on the plane 
of sensation, and also very restricted for want of Will 
to separate, to perceive, and to hold percepts. They 
sense likeness and unlikeness of objects. The likeness 
and unlikeness is imprinted on them. But they make 
no further progress, because they cannot function free 
Will: consequently, they do not perceive and conceive 
objects; that is to say, know them by separating, seizing, 
apprehending, and placing them back in their conscious 
subject, as a thing taken possession of and labelled. 
What enables the child to shoot ahead of the animal 
and perform this process? Will, and nothing but 
Will; a free movement issuing from the conscious 
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subject, ■which spiritual dynamic constitutes lus differ¬ 
entia, and enables him to advance and to conquer. 
By dint of this Will he perceives and affirms relations, 
and also the fact of relation as an abstract ? By this 
he holds each percept or concept close to him, and per¬ 
ceives (not merely feels) the differences. The holding 
of two or more objects close to consciousness in order 
to perceive their likeness or unlikeness is, we have said, 
Comparison. But it is no longer now the comparison 
of animal sensation,—a mere feeling, a comparison made 
by the thing (so to speak) on the reacting conscious 
subject,—but the comparison of perception and con¬ 
ception,—the comparison in which Will, the conquer¬ 
ing energy evolved in the conscious subject, plays from 
first to last the leading, because the conditioning, part. 
It seizes the qualities which are the common charac¬ 
teristics of individuals, and holds them apart from the 
individuals. This is the Abstraction of generalisation. 11 

Note .—But before going farther, let me point out that 
while the above is the order of the process whereby 
general propositions are first reached, it is for tho most 
part an unself-conscious operation. Tho forming of 
percepts is unself-conseious, the forming of concepts is 
unself-conscious, and the forming of general concepts 
and the general propositions implicit in them is unself¬ 
conscious. By this I mean that we go on doing ail these 

1 No <log or horse can speak at all, or uamo uvea on« quality; *tj|j 
less can oither of thorn say or think, “All cow* hav« olovtm f««t," 
And yet, I think it by no moans impossible! that curtain sound* 
should emanate from animals os amociuted with ourtaiu individual 
things. 
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things, in the first instance, without any set purpose, hut 
only under the general stimulus of Will-reason. But 
man being a self-conscious being, can become aware of 
his acts and propose to himself deliberately to perform 
these acts, with a view to knowing things. For 
example, 1 become through sensation aware of a great 
many objects which, though somewhat differing, yet, 
roughly speaking, may all be called “grass”: and I 
may deliberately proceed to collect all these objects 
and endeavour to find out what they have in common. 
And after careful observation of each of the different, 
yet similar, grasses, I come to the conclusion, “ All 
grasses are a, b, c, d," etc. One differs from all the 
rest in respect of /, another in respect of g, another in 
respect of/, g, and so on, hut they all have the qualities 
it, h, <\ d, etc., in common. Thus I reach a general 
proposition purposely and self-consciously. 

The object of psychology of the Intelligence (in which 
is necessarily included the fundamental principles of 
logic) is to bring into view the various operations which 
mind carries on in order to reach knowledge or truth. 
Thereby wo extend knowledge itself by a knowledge of 
that which is the organ of knowledge; the most in¬ 
teresting, surely, of all objects of inquiry to the being 
whoso differentiation and prerogative it is to know. 
And besides this; by revealing the process we stimulate 
to the correct use of that process, and guard ourselves 
against prevalent and almost inevitable abuses of it; 
for the human mind is always packed full of generalisa¬ 
tions, a great many received from parents and others 
—all of them provisional, most of them quite wrong, 
and lending to endless errors of opinion and conduct. 

The lesson to Iks drawn by the teacher, as I have 
already said, is this, that general concepts and general¬ 
isations are more words and nothing more, except in 
so far as the particulars are known: this is essential 
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to their being distinct and clear. In other words, let 
general concepts and general propositions be taught in 
the way in which they are formed. 

The transition to the next movement of mind is best 
made, I think, through a consideration of the act of 
judging. 

Judgment and Deductive Reasoning ,—From the very 
first we have been judging—always judging. 

To judge is to predicate one thing of another. But 
even in the first percept ever formed by us, we affir med 
the identity of a thing with itself. Judgment is also 
affirmation, which, when put in words, we call a pro¬ 
position ; e.g. “ a horse is a quadruped.” The first limb 
of the proposition we call the Subject, and the second 
the Predicate. 

Every successive movement of mind is by way of 
judgments; for of everything, whether it be a percept, 
a concept, or general concept, wo say that “ it is,” or 
“ is not.” 

It is unnecessary for our educational purpose to go 
farther into the subject of judgments. Indeed, the sub¬ 
ject is introduced here only because it seems to be the 
most natural and easiest approach to the apprehension 
of the process of Reasoning, or the Syllogism. For a 
large number of our judgments are mediate judgments; 1 
that is to say, they acquire truth and validity, not by 
the direct perception of the fact before us, but through 

1 All judgments are at bottom mediate ; but to show this would lead 
us aside into metaphysics (M&t, Mop, it Fit,), 

E 
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other judgments. I am referring to those judgments 
which involve general concepts. For example, I say, 

“ This tree is an oak,” without realising to myself the 
ground of my affirmation. If I realise that the ground 
of my judgment has been the observation that it 
produces gall-nuts, it is at once manifest that my 
judgment is mediate or syllogistic, and when explicitly 
stated is this: 

All trees that bear gall-nuts are oaks. . i. r 

1W * fc 

Therefore, this tree is an oak. 

These three affirmations, propositions, or judgments 
we call the major premiss, the minor premiss or 
subsumption, and the conclusion. 

Thus, in a multitude of ordinary colloquial judg¬ 
ments, we are always syllogising without realising that 
we are doing so. 

The process which has been illustrated above is 
mediate judgment, or reasoning, or ratiocination, or 
the syllogistic process (deductive). If a traveller in 1 
Central Africa writes that he met with a strange 
animal which was yet to all intents and purposes a 
cow, then I know that that animal must have the 
qualities a, h, c, d, etc., which he and I, and the rest 
of us, have agreed to regard as constituting a cow, as 
distinguished from every other animal. I then proceed 
thus: 

All cows have a, b, c, d, etc. 

This new animal is (I am assured) a cow; 

Therefore, this new animal has a, b, c, d, etc. 
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Or, you may ask me the question, Has a new animal 
lately found in Central Africa cloven hoofs ? I say, 
What does the traveller call it? You answer, He 
says it is a cow. Then I reply, It has cloven hoofs; 
because cloven-hoofed is one of the qualities which, 
we have agreed, go to constitute the animal cow. 
Thus: 

All cows have cloven hoofs. 

This new animal is a cow; 

Therefore , this new animal has cloven hoofs. 

This is Deductive reasoning; and its truth depends on 
the truth of the general proposition under which you 
conclude as to this or that predicate of the individual 
which you range or subsume under the general propo¬ 
sition. You are simply taking out of the general 
concept or proposition, in relation to a particular case, 
what you have already put into it. You see then 
how careful men must be of their general propositions, 
which, in truth, are mostly wrong; and even when 
they are right enough for colloquial and provisional 
purposes, they are wrong scientifically. 

Your syllogism maybe in point of form quite correct, 
but if your general proposition is defective, to that 
extent your particular conclusion is defective and really 
incorrect. 

How then did we get this general proposition on 
whch so much depends ? 

Inductive Reasoning .—Here we must go back to the 
general proposition (p. 142), "All cows are cloven- 
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hoofed,” which was extracted out of our general concept 
“ cow,” the moment we had made it. There was here a 
secret process going on which has to be brought to light. 

We had been gradually noting, as was pointed out, 
the qualities which we might predicate of an animal 
called a cow to justify us in calling other animals 
“cows,” and not horses, or anything else. Among 
other things we noted “ cloven-hoofed ” in each indi¬ 
vidual animal that passed before us. Then the 
general concept cow yielded at the very moment of 
its formation the proposition, “All cows are cloven- 
hoofed.” We might not put it in words, but the 
proposition was silently there, contained in our act 
and the conclusion of that act. And it was so con¬ 
tained because we had examined, one after another, 
a large number of instances. We had virtually said 
this animal, which impresses us in such or such a 
way, we call a cow, and it is cloven-hoofed. Cow No. 2, 
which similarly impresses us, and which we also call a 
cow, is also cloven-hoofed, and so on. And then we 
concluded, “All cows are cloven-hoofed.” 

Now, had we seen all cows ? Certainly not. Accord¬ 
ingly the process was this : 

This cow, that cow, and the other cow have cloven 
hoofs. 

These cows which we have observed represent all 
the cows not yet observed; 

Therefore, all cows are cloven-hoofed. 

This process is evidently the same as the syllogistic 
process whereby we affirmed confidently that the cow in 
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the African desert was cloven-hoofed, simply because it 
was a cow, and because all cows are cloven-hoofed. But 
it is the reverse process. It is a mediated general judg¬ 
ment, mediated through particulars. It is a process 
whereby we reach the general judgment or proposition 
through particular propositions or judgments. This is 
Inductive reasoning, and is the process by which we 
formed the general concept, in the formation of which 
inductive reasoning was implicit. 

Thus reasoning (syllogistic) goes inductively from par¬ 
ticular to general, and also deductively from generals 
to particulars; and the concluding judgment, whether 
particular or general, is always mediated. 

Thus by means of these general propositions as 
induced from particular propositions, and by means 
of particular propositions which may be deduced from 
them, we acquire a kind of mental shorthand which 
gives us great power over our materials of perception 
and conception, and enables us to connect things to¬ 
gether in a reasoned whole. So strong is this impulse 
of rational mind that its ideal aim is always a reasoned 
system of things—a cosmic connected whole. 

But we have always to be on our guard, because our 
general proposition may be on wrong lines. It may be 
defective in its particulars, to begin with. Such general 
propositions, in truth, are always provisional in their 
character, and to that extent have an arbitrary look. 

[It is only when I am able to name the qualities which 
a cow must have in itself to be a cow, the qualities 
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“ essential ” to a cow, that I am entitled to say that I 
have truly a right to a general proposition which is irre¬ 
fragable. And this “essence” I cannot get hold of. 
Yet enough is given me for the ordinary purposes of life 
and knowledge.] 

Now, at this point we might, as finite intelligences, 
rest satisfied. We can reduce the multitude of objects 
by which we are surrounded to percepts and concepts: 
we can determine their relations, and gather these 
together into general concepts and general propositions; 
and further, we can move freely from one thing to 
another, and arrange all our knowledge in a convenient 
way, as a connected rational system. But this does 
not suffice: there still awaits us the final and consum¬ 
mating movement of mind—the mediation of the real; 
or Causal Induction. 

Before considering this final reason-movement, let 
me again impress on you the bearing of these discus¬ 
sions on educational method. The proposition, “ Grass 
is a living organism,” in so far as it is the conclusion 
of a deductive syllogism, is entirely dependent on 
the prior general propositions, “all plants are living 
organisms," and “grass is a plant.” The proposition 
is manifestly analytic, for it is already contained in 
the general concept “ Plant.” If grass be an entirely 
novel experience to me, all that I have to ascertain 
is whether it is a plant or not, and then I know 
the rest. This is, as we have seen, what is called 
a mediate knowledge or mediate syllogistic judgment, 
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because it is not direct but mediated through another 
knowledge, viz. the general proposition. Now, the 
world and human affairs and relations are exces¬ 
sively complex, and, in order to save ourselves from 
over-pressure by particulars, we are always taking 
refuge in general concepts and general propositions. It 
is evident, then, that if we are not excessively careful in 
forming our general concepts and propositions, we shall 
fall into endless error,—-error, too, of a particularly fatal 
kind, because, the logical form being correct, we are apt to 
stand by our erroneous conclusion as also really correct. 

For, as I have endeavoured to show in the specific 
educational reference, these general concepts, and the 
general propositions issuing from them, are, in truth, 
inductions. That is to say, they are the tying up in a 
bundle and labelling of a large number of particular 
percepts and concepts. The general concept and 
general propositions, as such, thus give us no new 
knowledge as regards the particulars (though they 
may seem to do so), for each individual percept and 
concept is presumed to have been seen by us; they 
merely give us this new knowledge, viz. that all the 
particular things are the same, or similar, in certain 
respects. Neither the inductive result, accordingly, 
which is a general, nor the deductive result, which 
is a particular, proposition, give us any new know¬ 
ledge of things beyond the fact that certain things 
not within our immediate purview are alike in certain 
respects. The syllogism, in truth, whether inductive or 
deductive, is simply a way of first formulating and then 
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utilising knowledge already presumed to be gained by 
the observation of particular things. Accordingly, the 
truth, of every judgment and proposition, whether it 
be a general or a particular, depends, ultimately, on 
the exactness or truth of our individual percepts, con¬ 
cepts, and general concepts; and it is, consequently, 
difficult to exaggerate the educational importance of 
exactness in percipience and concipience. There is a 
mediating process of mind which is universally recog¬ 
nised as adding to our knowledge,—a mediation not 
through propositions, but through realities,—the medi¬ 
ation of Cause; but the truth is, that if we trace any 
proposition whatsoever back to its origin, it too exhibits 
real relations, and, only in so far as it does so, is it of 
any value. 

The formation of the habit of exact perceiving and 
conceiving is necessary, not only as a foundation for 
sound reasoning, but also to enable us to detect in a 
complex presentation or statement the important vital 
points. Our knowledge is advanced by bringing new 
cases under already known generalisations. Accordingly, 
in a new case, we have to detect in the object before us 
those characteristics which, spite of its apparent novelty, 
bring it under some general concept or proposition 
through certain attributes of likeness. This demands 
an active and penetrating observation of its various 
features. A man who can see his way to an accurate 
mediate judgment, by bringing the new particulars 
before him under some general head, is said to be a 
man of sound judgment. To judge soundly is one of 
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the highest functions of intellect, because it involves 
accurate discrimination and perception of the elements 
in the thing before us, the possession of general concepts 
which are in their content clear and distinct, and there¬ 
after the power of relating the particular to the general 
with a true insight into similarity. The man who 
can do this supremely well in science, philosophy, or 
politics is the man of genius. 

In the ordinary affairs of life, again, the man 
who can readily detect the characters, more or less 
hidden, of the particular case before him, and bring 
it under its solving universal, is the prince of prac¬ 
tical men. But it is not always an easy task. A man 
may cultivate a solemn expression, and have always 
the air of pronouncing sound judgments, and may thus 
easily acquire a reputation with undiscerning people 
as a man of “ common sense.” But the reputation is 
constantly ill-founded. The men who “ look wiser than 
any man ever was,” are often to be distrusted. Some¬ 
times they are not truly in earnest in their desire to get 
the truth, but merely to play the rdle of judicially- 
minded men, and they will consequently, after due 
shaking of the head, utter a common-place which solves 
nothing. They are ambitious, not of truth, but of a 
“reputation.” Then, again, we have men of honest and 
truly sound judgment; but this within a very limited 
range of principles. Their area of vision is circum¬ 
scribed, and they unconsciously hasten to reduce the 
particular question before them to one or other of the 
few formulas which constitute their stock-in-trade. 
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They are to be respected as the necessary ballast of 
society. A judge on the bench is thus artificially 
limited, though, personally, he may see beyond the law- 
inscribed horizon. The truly sound judgment on the 
complex before a man will be found to be, for the most 
part, predictive. It is justified by the sequel. And this 
remark applies, not only to ordinary affairs, to commerce, 
to politics, and ethics, but to scientific investigations. 
For such a judgment there is needed the greatest 
possible exactness in matters of fact, truthfulness of 
purpose, and, above all, a regulated imagination. The 
issues, both in the sphere of pure knowledge and of 
action, are always present to the supreme judgment. 

Educationally, then, it is difficult, as I have said, to 
exaggerate the importance of exactness of mind. It is 
also clear that a man cannot be called educated in the 
highest sense, unless his education has been directed to 
this end of sound judgment. The education must be 
not only intensive and exact, but extensive in respect 
of the material of knowledge. But both combined 
will fail to produce the educated man, if there be not 
the ethical impulse and the ethical aim; so closely are 
the intellectual and the ethical interwoven. There 
must be a purpose of truth. 


In teaching, then, the endless affirmations or judg¬ 
ments current in ordinary intercourse and in literature 
have to be traced to their general ground (or as it is 
sometimes called “ principle ”), and not accepted simply 
because they are as propositions clear and intelligible. 
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If a man does not carry on this process ■while reading 
or conversing, he is the victim of endless fallacies. 
Accordingly, we have to call on the mind we are 
educating to analyse what is before it, to justify it, 
and to vindicate its truth by making explicit its pre¬ 
misses, and so reconstituting the synthesis for itself. 
Herein lies the training and disciplining of ratiocination; 
and, when we do this, we find ourselves thrown back on 
percepts, and individual concepts, and wholly at the 
mercy of these primary acts of intelligence which lie at 
the foundation of the general. Iieality is truth, and 
truth is reality. All reality is derivative, save the 
primary percepts. Thus, let me repeat ad nauseam 
there is forced upon us at this stage, as at all stages of 
education, the supreme value of exercise and disci¬ 
pline in accurate discrimination—not with a view to 
knowledge, but to a habit of mind. And it is solely 
because certain studies promote this (e.g. object-lessons 
and science-lessons), that their place in the school can 
be justified; not because of the knowledge they give. 

Principle of Method .— Teacii reasonings as reason¬ 
ings, THAT IS TO SAT, ANALYSE THE AFFIRMATIONS BEFORE 
YOH, AND MAKE EXPLICIT THEIR RATIONAL BASIS. 

[Analysis and (syllogistic) synthesis.] 

Analytico-Synthetic. 
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CAUSAL INDUCTION. 

The proposition or judgment, “Fire bums wood,” is 
said to be a causal judgment. And so it is in a sense. 
But as it is a mere observation of the sequence of two 
events, the former of which controls the appearance of 
the latter, I would prefer here (in view of educational 
applications) to call it a dynamical judgment 
Now, the whole range of statical and dynamical 
judgments, even were it within our grasp, gives us only 
a superficial and preliminary knowledge of things. 
The central impulse of reason is towards the affirmation 
of the ground or cause of things. The issue of reason 
is an answer to the question, What is A, or B, or C? and 
the "is” involves Cause. 1 The dynamical judgment 
does not satisfy us; for it is a mere observation that 
one appearance always follows another. 

The true causal knowledge of a thing is the compre- 

* When I see & thing in its identity of cause, process, and end, I 
know it, and, so far as it is concerned, there is nothing more to be done. 
I would fain rest: and, in point of fact, I would then lie down and 
rest, were it not for the infinite relations of the said thing, and the 
ultimate oosmic question whioh is always luring on Will-reason in its 
free and unresting activity in search of an absolute synthesis. 
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hension of the how and why of the sequence; and to 
this all other knowledge is merely preparatory. This 
kind of knowledge is by way of pre-eminence called 
Science, Scienticc, or the knowledge. This search for 
causes of visible existences, results, or effects, is the task 
of the man of science in all the departments of human 
experience and endeavour, and not in physics alone. 

We feel that we truly know a “ thing,” only when we 
know it in its cause or causes. 

That tree, for example, I perceive, conceive, connect 
with its general concept “ Tree ” and its higher concept 
“Plant,” and, through generalised propositions within 
whose sphere it falls, I can reason to this or that con¬ 
clusion about it. For example, I do not see its roots ; 
but I know it has them. Why ? Because it is a tree. 
I do not see its fruit; but I know it has, or will have, 
it. But what I now want to know is, what are the 
causes which underlie the visible, and bring about 
stem, branch, leaf, and fruit ? Until I have ascertained 
this, I do not really know the tree. I am not yet at 
the end of my quest. Why does that branched object 
before me bring forth fruit ? You answer, “ Because it 
is a tree.” I reply, not so; that is the reason why you 
say that it brings forth fruit. 

The true cause lies somewhere in the reproductive 
necessity of tire tree’s nature. Suppose I could name 
this cause and call it A. A is the cause of the fruit¬ 
bearing ; but even of this as the true and necessary cause 
of the fruit-bearing I cannot speak with confidence until 
I have further ascertained how it does it. It is necessary 



58 


INSTITUTES OF EDUCATION. 


[LBCT. 


to see the process at work, and we shall then see what 
the sequence which we call Cause and Effect must be. 

How do I proceed ? 

There are many events that precede what I see. I 
examine these, separate one from the other, and, carry¬ 
ing my observation through a number of instances, and 
excluding first this antecedent as the cause, and then 
that and the other antecedent, I finally isolate the true 
cause; and, by further examination and experiment, 
I confirm what I have detected. This is a process 
of analysis resulting in the synthesis of cause and 
effect, which synthesis now constitutes for me the true 
knowledge of that particular thing. It is an analytico- 
synthetic process; but it is also a process of induction, 
because I examine numerous “cases” in order to find 
the truth. I pile "instance" upon “instance,” and 
I also conclude with a general proposition, saying, 
“All things which arc precisely similar to this ex¬ 
perience before me are caused in this particular way 
(uniformity of nature)." And, at this point, enters my 
previous generalisation of objects into trees, or more 
generally still, plants; and I say with confidence, “All 
plants grow thus; if they do not, they are not plants.” 

In ascertaining the cause of the visible thing called 
fruit, you examine many trees which produce fruit, but 
you do this simply because you thereby see similar 
objects in differing circumstances. I take advantage 
of the experiments (so to speak) which nature makes; 
and, if nature gives me no ready-made experiments, I 
make them for myself, as in physics and chemistry: 
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but this, if I had clearer and subtler vision, would 
probably not be necessary. One “case” would then 
suffice. As a matter of fact, however, and as a substi¬ 
tute for my limited vision, I go from tree to tree, 
observing closely and applying my tests, in order to 
discover the cause; or to verify what I think I have 
already discovered. At bottom, however, I have simply 
been analysing or taking to pieces the complex system 
of antecedents which have for their invariable sequent, 
fruit, eliminating what I ascertain not to be the true 
efficient antecedents; and this I do until I have isolated 
the true antecedent or antecedents which being present, 
the result or effect appears, and which being absent, it 
does not appear. 

Having done this I then (as has been said above) 
take advantage of my previous operations in general¬ 
isation, and say, “ All fruit is produced by like causes.” 
Why? Because “all fruit” is simply a gathering 
together in thought of a great many individual things 
which are already known to be repetitions (it may be 
with slight differences) of the same thing. 

I may now put tire process in another way:— 

We generalise the statical qualities of things. But 
when we seek the cause of anything, we look at it not 
only dynamically, but as grounded in its antecedent, and 
necessarily arising out of that antecedent. You regard 
B as an event which is brought about by some antecedent 
event. There is a sequence. The antecedent may be 
a, l, c, d, e,f, eta You have the thing or event B before 
you, and you put it into ever so many different circum- 
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stances, and detect that antecedent circumstance or 
event which never fails to appear, while all the others 
are sometimes there, sometimes not there. You fasten 
on this common permanent antecedent among many 
variables, eliminating the variables, and isolating the 
common antecedent as the Cause, which we shall 
call a. You can then very often test your results by 
putting a into operation, and seeing whether B follows. 
But, although you may be convinced of the necessity of 
the causal connection, you can never see it, until you see 
how it is that a must produce B. Your concept or 
synthesis of B is now aB. There are a great many 
false causal connections current in the world. The 
funetion of Science is to reveal the true and necessary. 

In ascertaining the necessary causal antecedent of any 
thing or event, it would appear at first sight that there 
is no inductive generalisation, and that the term “ in¬ 
duction ” is incorrectly applied. And we can easily un¬ 
derstand that, if possessed of greater intellectual power 
of perceptive discrimination than we actually have, we 
should be able to separate or isolate the true causal 
antecedent of any result by merely looking at the single 
experience before us long enough. But, even then , the pro¬ 
cess, however apparently intuitive, would be as follows: 
the cause is not d nor e nor f, but it is a. It is the 
function of genius to seize quickly, and almost by a 
kind of intuition, the true cause. But even genius, 
and still more manifestly the ordinary investigator, is. 
always generalising. For he looks at a, e, d, e, f, etc., 
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and sees how each behaves. Now, this is equivalent 
to looking at a series of similar cases, and finding what 
is, among many variables, the common antecedent fact 
present always. Isolating that, he calls it a: a is the 
cause of B. The investigator has thus generalised from 
the observation of instances the common invariable 
antecedent, and causal, event. 

The process, then, whereby we find the cause of any 
existence or change is, I think, rightly enough called 
a process of induction and generalisation, although the 
fundamental movement is one of analysis and synthesis. 

You will now see that the generalisation which yields 
a general concept and general propositions, e.g. “All 
horses neigh,” is an induction of statical facts. The 
induction which yields the causal antecedent of an ex¬ 
istence or event is an induction of dynamical facts or 
sequent movements, which are determining movements, 
e.g. “Heat consumes wood.” We have been seeking 
for a common cause of a great many like particulars. 
Whenever there is a conjunction "of heat and wood we 
now know what is to happen. But, further, we have not 
satisfied the causal impulse of reason until we have 
ascertained how the antecedent works so as to make 
necessary the sequent. We thus get the true and final 
causal synthesis of the two tilings. 

Note .—This causal conception completes the know¬ 
ledge of a thing. In the mind-process, in so far as 
rational, it is the primary form of knowing the particular 
in its most elementary stage, and it is also the final and 
ultimate form in which we grasp the total of things— 

L 



102 INSTITUTES OF EDUCATION. [LECT. 

a One Cause out of which all differences emerge—the 
unity in all difference. Until the intellect reaches to 
this conception of universal causal law as explicitly 
present to consciousness, it has not completed its educa¬ 
tion, for it does not know God in the world. The 
religious idea is the final aim of the education of the 
rational, as well as of the ethical, in man. 

Principle of Method. —Complete instruction through 

CAUSES; FOR THE KNOWLEDGE OF A THING IS COMPLETE, 
AND INTELLECT CAN BE SATISFIED ONLY IN THE APPRE¬ 
HENSION OF CAUSE. 

Komember, however, that all educational method is 
governed by the principle which requires us to follow 
the order of the growth of mind (which is also the order 
of the growth of brain); 1 and, consequently, that the 
age at which a boy is to study things in their causes 
is a question to be anxiously considered. 

Mere dynamical relations of sequence, however, are 
among the earliest experiences of mind, and the causal 
in this superficial sense may bo early introduced into 
education. Again, one element in the causal conception 
is purpose—the use which any concrete thing serves; 
anil this, being always concrete and obvious, may also 
be early utilised for educational purposes. The super¬ 
ficial aspect of cause I would call, for educational pur¬ 
poses, the relation of sequence. For example, in an early 
object-lesson on tea, I speak of tea and its uses; hut ere 
long I may extend these sequences backwards to the place 
which yields tea and the way it comes to us, etc. 

* Sec Lect. XI. see. 
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Even when we have made up our minds as to the 
age for beginning strictly causal or science studies, we 
must hear in mind that sense and the concrete, and 
percipienee, and concipience comparison must always 
have their claims satisfied before we proceed to abstract 
conceptions. And, accordingly, all science teaching 
which is not a series of experiments and essentially 
heuristic, is simply word-teaching and charlatanism. A 
so-called cause may be to a boy merely one more fact, 
which is of no more significance for discipline than a 
second aorist, and of little significance for knowledge, 
save in so far as it is experimentally ascertained. X 
should say that (setting aside exceptional boys and 
exceptional teachers) a boy cannot begin to study scien¬ 
tifically with advantage even the elements of physio¬ 
graphy and of plant-knowledge till his fifteenth year. 
The preparation for this will be found in object-lessons 
which have to do with percepts and concepts, and rela¬ 
tions of an external and sequential character merely. 
When he passes beyond the explanation of the facts of 
everyday experience, he, even at this age, wastes his 
time. 
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SURVEY OF THE PROCESSES OF REASON IN ORDER TO 
SHOW THAT THEY ARE EACH AND ALL ANALYTICO- 
SYNTHETIC IN THEIR CHARACTER, 

Principle of Method. —Teach Analytico-synthetic- 

ALLY. 

This, as resting on a generalisation of the nature of 
each successive step in mind activity (the will-process), 
is a governing principle. 

See Appendix, Note D, for the materials of this 
lecture. To introduce the argument here would weight 
the text too much. 



LECTUEE XI. 


UNFOLDING OF INTELLIGENCE J OR ORDER OF INTEL¬ 
LECTUAL GROWTH IN TIME. 

The successive stages or periods of mental develop¬ 
ment from infancy to maturity have now to be con¬ 
sidered. “ I!esprit, non plus gue le corps, ne ports que ce 
qu’il pent porter says Eousseau. And again, “ Zaissez 
murir I’enfance dans les enfans; ” to which we may add, 
“ Eet boyhood ripen in boys, youthhood in youths, and 
manhood in men.” Do not anticipate. 

We shall find that these periods pass into each other, 
and can only be roughly marked off. (See note at end 
of this lecture.) Speaking generally, the time-order is 
indicated by the logical order of the successive move¬ 
ments of intelligence in knowing, as these have been 
exhibited in the preceding pages. If we regard the 
logical movements of intelligence, as also the chrono¬ 
logical, we, manifestly, simplify things very much. 

The successive movements may be roughly arranged 
thus:— 

1. Babehood—The period of Sensation and Attuition 

(one year). + 

2. Infancy— (a) Perception^ (b) Sense-Conception (from 



166 INSTITUTES OF EDUCATION. [LECT. 

the second year, when speech begins, to the eighth year, 
the period of second dentition); (c) Relational Concep¬ 
tion, including superficial dynamical sequence, and in¬ 
volving crude Comparison and Judgment. The whole 
of this period corresponds to the duration of the Infant 
School. 

3. Childhood— Conception (single and relational) is 
now in full activity with Generalisation and Reasoning 
incipient (from the eighth to the fifteenth year, the age 
of puberty). This period corresponds to the duration of 
the Primary School, and is divided into two parts—the 
Lower Primary, from the eighth to the twelfth year, and 
the Upper Primary, from the twelfth to the fifteenth year. 

4. Boyhood and Girlhood, or the Juvenile Period— 
Generalising and Reasoning Stage, when the perception 
of true Cause and Effect becomes active (from the 
fifteenth to the eighteenth year). This period corre¬ 
sponds to that of the Secondary or High School. 

5. Adolescence— All the facidties in full operation, 
and with the further tendency to form ideas, and to co¬ 
ordinate knowledge into the unity of science (to the 
twenty-second year). This period corresponds to that of 
University life. Thereafter Manhood and Womanhood. 


The Physiological relations of this Development of Mind 
have to he considered. 


The principle has already been laid down that all 
education and all instruction,—intellectual, moral, and 
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religious alike—if they are to be effective, are to be 
carefully adapted to the stage of mental development 
which the pupil may have reached. 

1Vote.—Transition from one 'plane of Mind to another. 
—Perhaps this is the place to point out, once for all, 
that as all things in the universe are related and inter¬ 
related, and one state of a thing passes into another 
state by insensible degrees—degrees so infinitely small 
that they elude us; so. Mind is a complex one, in 
which every element and capacity and possibility are 
present at once, and that all our analysis is merely an 
attempt to discriminate phenomena that shade off into 
each other, in so far as they can be detected to be distinct 
and discriminable. But, all the while, the synthesis 
of the whole is always present in each diverse mental 
manifestation. We speak of Feeling, Sensibility, Sen¬ 
sation, Perception, Conception, General Conception, 
Eeasoning; but at what point and in what circum¬ 
stances are these not all present, and at what point 
does the one pass into the other in the synthesis of the 
whole ? FTo man, it seems to me, can say at what point 
a mind that already senses, has entered on percipience, 
concipience, etc., any more than he can tell at what point 
a bud is a flower. [And yet we are not entitled to say, 
“All is becoming”; but rather, if we are to be accurate, 
“All is at once becoming and become.”] By extensive 
observation of minds, animal and rational, and much 
self-reflective vigilance, a thinker may put his finger on 
distinctions; but when it comes to the actual working of 
mind, we can distinguish only in a very general way. 
Take, for example, the state of “ dispersed attention,’’ as 
it is called. I should call this state one of sensational 
or attuitional dreaming, in which I am carried on from 
image to image by the play of mind and the interactions 
of nerve-cells. But all the while I am a man, and, con¬ 
sequently, Will is there lying at the heart of the chaotic 
series, and ever and anon striving to assert its own right 
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to existence, and to mastery over the objects that entrain 
me. At any moment this Will may press its way 
through, and my attuitional state become a percipient 
and rational state. So with an infant. To the age of 
nine months he may be regarded as an animal pure and 
simple; and yet he is something else, for Will lies 
concealed there seeking its opportunity and gradually 
forcing its way to the front. The eye and face of an 
infant, already reveal that, while he is a victim to sen¬ 
sation, he is yet gradually bringing a reserve force into 
the field. Then, if Percipience be elemental reasoning, 
it may be said that he reasons even before he can talk. 
And so on. All the while, the infant is undergoing the 
parturient labours of self-delivery. He is bringing 
forth himself— he is not brought forth. The conscious 
subject is gathering, in silence and in secret, the energy 
which will soon proclaim itself as Will, and. in full 
Percipience take the first step in seZ/-consciousness. 
[This Percipience is the first movement to reduce the 
sensational world to a cognitive world, and the process 
is a dialectic process.] 



LECTURE XII. 


MATERIALS AND DYNAMICS OF THE EtJILDING-UP OF 
THE FABRIC OF MIND AS A REAL. 

When B is presented to A (the conscious subject), and 
A is aware of it (I pass over rudimentary “ feeling,” of 
which we can know little), we call A mind and B the 
presentation. But, further. Mind being the subject of 
the presentation, we call B the object. 

Whether from within the body or from without the 
body, the access of presentations is through nerve-tissue, 
and the reactions are also through nerve-tissue. The 
terminal of the impression is Consciousness, and the 
reflex return starts in and from consciousness. 

The nerve-tissue (which may be summed up in the 
one word cerebrum), inasmuch as it is matter, obeys the 
laws of matter, and as vehicle of consciousness, receptive 
or reactive or active, is probably the highest , department 
of physics. Whatever the laws be whereby the nerve- 
cells transmit movements and maintain communication 
with each other, and subsequently repeat for themselves, 
under some inner stimulus, past movements when the 
existing agent (the object) is absent, I say whatever 
these laws may be, it cannot be doubted that they exist. 
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As a system these laws would be called Cerebral 
Dynamics, or the Dynamics of cerebration. 

As might be expected a priori, there is little doubt that 
there is unceasing cerebration without consciousness as a 
concomitant . 1 At a certain point in the process, and under 
certain conditions, cerebration passes into consciousness. 

That cerebrations exist and affect each other, and, 
without the presence of fresh stimuli, set up in the 
subject a consciousness which is neither the a of primary 
impression nor the b, but a resultant and complex c, is not 
incredible. The dynamics of cerebration we leave; for 
little is known about it, and inferences are unfortunately 
drawn from that little which fill the “ non-seientifie " 
and merely metaphysical mind with amazement. 


It is with the action of the environment (including 
the cerebrum as part of the environment) when it 
passes into “consciousness” that we are concerned. 

Here we find a mutual involvement and reciprocity 
of mind and eerebrum. Cerebration sets up a con¬ 
sciousness, and consciousness or mind sets up a cere¬ 
bration. It is not a molecular disturbance of nerve-cells 
which causes a dog to seek water, but the consciousness 
of thirst which results from that molecular disturbance, 
and which sets in action the whole motor system. 

And yet, even in this region of mind, we are still 
within the sphere of natural action and reaction. Mind 
has as yet no inhibitive or regulative energy. The 
appearances of this regulation in instinct are the result 
1 Appendix B, 
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of certain innate impulses, concrete aptitudes, and reflex 
activity combined. If this be so, then there is such 
a thing as the natural dynamics of conscious mind 
traversed by the dynamics of material cerebration. 

The next stage of Mind is distinguished by the advance 
of will and consequent self-consciousness, which pro¬ 
foundly modifies the dynamics of conscious mind and 
of cerebration, and directs all to ends. This is Reason. 

Accordingly, I must ask you to go back to the lecture 
on the intelligence of animals, in order that you may 
there see how the instruments of mind, as not yet a 
self-conscious mind, constructs its own intelligent life. 
We find in the animal the whole dynamic of conscious 
mind; and having also found it in ourselves as the plat¬ 
form on which Will and self-consciousness stand, we have 
to note to what extent the natural dynamic is modified 
by the intrusion of Will and self-consciousness. 

Natural Dynamics of Conscious Mind as Intelligence. 

We found that the dynamical movements might fairly 
be generalised under the following heads:— 

Conscious Mind. 

Attuition. 

Sympathy of Intelligence, 

Imitation. 

Imagination. 

Association. 

Memory. 

Comparison. 

Sense of relations in Time and Space. 
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By means of operations dependent on these factors, 
the animal mind builds itself up, and the man-mind 
does the same, in so far as it is animal. As in infancy 
and childhood the animal predominates, the considera¬ 
tion of these connate capacities or faculties 1 ought to 
yield much that will guide the teacher to principles of 
method and rules of procedure. 

I cannot, within the limits assigned to this book, 
treat adequately of these capacities; I shall only give 
a single brief paragraph to each, chiefly that I may 
engage your interest in the modification which the 
emergence of Will effects. These paragraphs will be 
more fully expounded in lectures. 

Generally, it has to be observed that all the charac¬ 
teristics of mind which we share with animals are 
emphasised and accentuated by Will-reason, and by the 
purpose of thinking and doing which belongs to Will- 
reason alone. 


(1) Imitation. 

Were it not for the sympathy of intelligence binding 
creatures of a like kind together, and giving rise to Imita¬ 
tion, each would have to begin from the beginning for 
himself, and the growth of mind in each would be slow. 

The recognition of this fact gives us a very im¬ 
portant principle of method in education, viz.— 

PRESENT A GOOD MODEL. 

1 It seems to me to be quite unnecessary to abandon tlie use of so 
useful a word. 
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This principle is of wide and various application, 
and touches the teacher’s work in every subject, and in 
all his relations to his pupils. The child naturally 
imitates: but, he also wills to imitate. The action of 
others supplies him with his concrete ideal. Note, how¬ 
ever, that imitation rests on sympathy of intelligence; 
and, accordingly, the pupil who by bad management 
finds himself in antagonism to his teacher will not 
imitate him, or, at best, he will confine his imitation to 
mimicking. 

(2) Imagination. 

This is simply the reproduction in sensation of the 
impression made by an object which is now no longer 
present. We thus repeat and revise our sensations, 
and are not left entirely at the mercy of objects in 
actual presentation. 

(a) On the plane of sensation we have merely 
Representative Imagination. 

(5) When Will-reason enters, we have 

Productive or Constructive Imagination. 

Here the will seizes representations, or images dy¬ 
namically arising, and even searches for images with 
a productive purpose. 

The principle of method which this yields is— 

CULTIVATE THE IMAGINATION. 

And this we do by allowing free play to the repre¬ 
sentative imagination (a child educates himself even by 
dreaming), and by evoking the productive imagination, 
through the furnishing of the child with productive 
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work, as in fairy tales, narratives of events, simple 
poetry, and so forth. All this is necessary to the rich 
growth of mind as a substantive reality; and this quite 
apart from its ethical importance. 

(3) Association. 

1. Association as Condition of Knowing. 

Sensations and sensates occur in experience either 
together or in sequence, and they are thus linked 
together. There is an external linking in time and 
place, and there is also an inner or real linking of like¬ 
ness and unlikcness. We desire to reproduce past 
experience, and we have to take advantage of these 
actually existing dynamical relations. They go on in 
spite of ourselves, it is true; but the introduction of 
Will-reason enables us to take advantage of them with 
a view to recall past experiences for purposes of know¬ 
ledge. Association as an instrument in the building 
up of the fabric of knowledge is a subject demanding 
from the psychologist elaborate analysis. *One might 
say that just as all nature presents itself to us as an 
extension of that which already exists, but, in each 
successive object in the rising scale, with a difference; 
so, knowledge of one thing after another is essentially 
an extension of that which is already known, to that 
which is like it, hut with a difference. There is no 
break or leap. 

Hence, if we are to instruct with effect, we always must 
build the new on the old, i.e. on what already is known. 



XII.] THE BUILDING-UP OF MIND AS A BEAL. 17 5 

Principle of Method. — Link the teaching of the 

NEW WITH FACTS ALREADY KNOWN WITH WHICH THE 
NEW HAS A BEAL RELATION OF LIKENESS OB UNLIKENESS 
( i.e . LIKENESS IN UNLIKENESS), SO THAT THE GROWTH OF 
KNOWLEDGE MAY BE AN ORGANIC GROWTH. 

KULES:— 

(a) When introducing a new subject or a new 

lesson, go back upon what is already 

known. 

(b) Prepare the mind for the lesson. 

[I say likeness in unlikeness, for it seems to me that 
the association of contrast does not exist (a midge does 
not suggest an elephant), but that when carefully 
analysed it is likeness in unlikeness, or unlikeness in 
likeness, that really associates experiences.] 

2. Association as aiding Memory. (Suggestion.) 

The dynamical connection of experiences, which 
brings it about that one suggests the other to con¬ 
sciousness, is called the “ Association of Ideas ” (not a 
good name), and takes the following forms:— 

LAWS OR RULES OF ASSOCIATION. 

(a) On the sensational plane — 

1. Contiguity in time or place (co-existent or in 

a series of sequence). 

2. Likeness, and unlikeness in likeness. 

3. The whole and the parts of a thing in a vague 

sensational way. 
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(V) On the plane of Will-reason. 

1. Whole and parts, viz. individual concepts 

and their elements or parts, suggest each 
other; general concepts and their parts 
suggest each other; reasonings, i.e. the 
three propositions of a syllogism, suggest 
each other. 

2. Cause and effect suggest each other. 

Principle of Method. — Associate teachings so as 

TO AID MEMOBY, 

The growth of the fabric of mind, both in the dynam¬ 
ical sphere of sensation and in the self-conscious or 
purely active sphere of will, is always, as X have said 
above, through association of some kind. It is an 
organic growth. Hence the importance of the principle 
which we laid down, viz. Link teachings, so that the 
new shall grow out of the old (that which is already 
known). This cannot be done if we start a new subject 
or a new lesson without bringing into activity the 
existing material in the memory of the child, which 
is the natural basis for the next step. Psychologists 
treat Association too exclusively under its second and 
secondary head of Suggestion. The two aspects of 
Association taken together yield the following:— 

Principle of Method.— Enrich yqub teaching with 

AS MANY BELEVANT ASSOCIATIONS AS POSSIBLE. 1 

1 Education is an extensive as well as an intensive process. 
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(4) Memory. 

The first condition of memory, speaking generally, is 
the retention of what has once been present in con¬ 
sciousness. 

It may he defined as the identifying a present con¬ 
sciousness with a consciousness formerly experienced. 

1. On the plane of sensation. 

Presentations and representations (images of presenta¬ 
tions) are felt to be similar to prior presentations and 
representations. This we see in animals. They have, 
however, to wait for the action of their environment on 
them, or the dynamical movements in their cerebrum. 
This passivo-active memory may be called 
Reminiscence. 

2. On the plane of reason. 

Here Will has entered, and the self-conscious subject 
seeks purposely to recover and reinstate past experiences 
with a view to knowledge. This activo-active memory 
is to be called 

Recollection, 

and is, of course, peculiar to the man or rational mind 
alone. 

It is manifest that in Reminiscence we are wholly in 
the hands of environment and Association, and that in 
Recollection we have to follow the track of Association 
in order to recover the past. 

Principle of Methodl .— Memory should be culti¬ 
vated— 

(a) As an act of Will, and therefore a discipline. 
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(b) As alone conserving the materials of knowledge. 

(c) As an exercise facilitating the acquisition of new 
knowledge. 

The conditions of remembering are— 

Vividness of impression (and accentuation by an 
act of Will); 

Duration of impression; 

Eepetition of impression; but, above all, 
Association of the thing to be remembered with 
other things. 

Principle of Method. —In teaching repeat and re- 

IiKI'EAT, REVISE AND RE-REVISE ; AND BE ALWAYS PALLING 
BACK ON ELEMENTARY PACTS AND PRINCIPLES RELATIVE 
TO THE SUBJECT OF INSTRUCTION, SO AS TO MAINTAIN THE 
SERIES OF ASSOCIATIONS. 

Note .—The restrictions connected with the cultivation 
of memory, as such, demand consideration. 


V 
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METHODOLOGY. 


The doctrine of Method is the last chapter in the 
theory or science of the education of a mind, and the 
first chapter of the Art or practice of education. It 
stands hy itself, and consists simply of a gathering 
together of the principles which the discussion of 
mind as a growing or evolving organism has yielded. 
In so far as the theoretical argument is unsound, the 
principles of education deduced from it are unsound. 
This chapter, accordingly, merely brings together results 
already ascertained. 

It is true that the human race, by the combined 

operation of inner tendency, self-evolved will, and 

pressure of environment, has somehow educated itself 

without the knowledge of these principles; also that 

successive generations of men have applied many of 

these principles in the form of empirical rules with 

more or less of mental confusion and more or less 

of success. The same remark, however, is applicable to 

political economy, political philosophy, and indeed to 

all science. Hone the less do we study the science of 

all subjects; and this both for the sake of knowledge 
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in itself and for the improvement of practice. If we 
can by any possibility attain to a wise practice in' the 
education of the human mind, we cannot doubt that 
it will bo of vital importance to future generations of 
men. 

Summary of Principles. 

The supreme End of the education of mind being 
ethical, that is to say, the expression of each person in 
self-directed daily conduct, we fairly enough deduce 
from this the principle— 

1. Turn everything to use. 

llULES ;— 

(n) Teach nothing that is useless. 

(ft) Connect all that is taught with the ordin¬ 
ary and everyday life of the pupil 

(c) Call for the reproduction and application of 

what you teach. The ultimate test of 
exact knowledge is the power of apply¬ 
ing it. 

(d) Turn what is known to use for yielding 

new knowledge. 

2. Follow the order of mind-growth (which, speak¬ 
ing generally, is also the order of brain-growth). 

Holes 

(a) In teaching every subject, and every suc¬ 
cessive lesson on the same subject, build 
it up in the mind of the child in accord¬ 
ance with the order of mind-growth. 

(ft) Proceed step by stop, and step after step. 
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3. Encourage contact with all forms of existence, 

AND PROMOTE ALL FORMS OF NATURAL ACTIVITY. 

This, in order that there may be a rich substance 
of mind. (Education is an extensive as well 
as an intensive process.) 

4. Present to sense. 

Rule. —Never teach anything that can be seen 
touched, heard, etc., without the presence 
of the object, or a vivid representation, 
of it; 1 and appeal to every sense, where- 
ever practicable, in the teaching of every 
subject. 

5. Evoke the will of the pupil. 

Note .—Except in so far as a boy applies himself 
he knows nothing, but is a merely passivo- 
active creature of sensation. The child 
attains to knowledge, not by receiving 
it, but by taking it. He instructs him¬ 
self. The teacher is the guide, co-opera¬ 
tor, and remover of obstructions only. 

This mode of teaching by throwing the work 
on the pupil gives him a pleasing sense 
of power and self-achievement which are 
in the highest degree stimulating. 

6. Teach all that is complex analytico-syntheti- 

CALLY, i.e. REDUCE AN OBJECT TO ITS ELEMENTS, AND THEN 
BUILD IT UP AGAIN. 

7. PeRCIPIENCE IS OF THE SINGLE, AND PERCEPTS LIE 

1 I should expect that magic lanterns would, ere long, he added 
to school apparatus. 
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AT THE BASIS OF ALL KNOWLEDGE; THEREFORE, TEACH ONE 
THING AT A TIME, WHETHER IT BE A WHOLE OR AN ELE¬ 
MENT IN A WHOLE. 

Rules 

(«) In object-lessons, etc., do not proceed to 
the elements or properties of a thing 
until the mind is accustomed to dis¬ 
criminate and name things as wholes. 

(h) Dwell long over the simple elements of 
a subject. Confusion in the beginning 
vitiates the whole after - process of 
learning. 

8. In concipiencb tractise pupils in the analysis 
OF COMPLEX things and the synthesis of many 
particulars in one whole, in order to train to 
exactness of CONCEPTION (aualytico - synthetic prin¬ 
ciple). 

Note, —This applies, first of all, to object-lessons 
of every stage of difficulty up to science 
instruction; but also to all other subjects. 

9. Teach first the prominent or salient charac¬ 
teristics OR ELEMENTS OF A THING (OR SUBJECT), AND 
THEN PROCEED TO OTHER ELEMENTS. 

Rule. —Confine yourself for a time to the leading 
outlines of a subject, and then fill in 
gradually (Geography,Grammar, History, 
etc.). 

10. Teach generalisations as generalisations, i.e. 

ADVANCE FROM THE PARTICULAR TO THE GENERAL, FROM 
THE CONCRETE TO THE ABSTRACT. 
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Note. —When you encounter a generalisation in 
the course of reading, analyse it into 
its particulars, and put it together again 
(analytico-synthetic principle). 

11. Teach seasonings as seasonings, ie. get the 

PUPIL TO MAKE EXPLICIT ALL IMPLICIT SEASONINGS (ana- 
lytico-synthetic principle). 

12. Complete youk instbuction in a subject by 
teaching through causes (analytico-synthetic prin¬ 
ciple). 

13. PEESENT A GOOD MODEL OP WHAT YOU WISH THE 
pupil TO DO (Writing, Drawing, Carpentering, Composi¬ 
tion, etc.). 

Grown men are imitative, but children most of all; 
they do what they see you do. 

14. Cultivate the imagination. 

15. Associate teachings, ie . always link the new 

WITH WHAT IS ALKEADY KNOWN. THIS IS ESSENTIAL TO 
THE OEGANIC GIIOWTH OP KNOWLEDGE AND TO INTEL¬ 
LECTUAL INTEREST; AND, CONSEQUENTLY, TO SUCCESSFUL 
TEACHING. 

Rule. — Prepare the mind of the pupil for a lesson, 
so that there may le no abrupt transition. 
The mind does not take leaps. 

16. Associate teachings in osdee to aid the 

MEMORY. 

The Association should he a real association; but 
failing this the external associations of contiguity 
in time and place may be taken advantage of. 

17. As TO ASSOCIATION GENERALLY. 
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Rules :— 

(a) Support and enrich your teaching of a 

subject with as many illustrative and 
relevant associations as possible. (This 
not only helps the memory, but gives 
breadth and pliancy to mind.) 

( b ) Let all associations with your teaching 

be pleasing, so that there may be no 
physical or moral obstruction to the 
natural growth of knowledge. 

18. Cultivate the memory. 

Rule. —Repeat and re-repeat, revise and re-revise, 
always falling back on the elementary 
facts and principles of the subject taught. 
Thus the memory of a subject is the 
memory of real relations, and not of 
mere words and formulae, which is rote 
instruction or cram. JRepetitio mater 
Stvdiorum, 

Our survey of elementary physiology taught 
us the great fact of physiological habit 
and its relation to all intellectual and 
moral activity. AH functions of mind, 
intellectual and ethical, are strengthened 
and made easy by use. 

19. Therefore, repeat and rb-kepbat the same 

INTELLECTUAL OPERATIONS IN CONNECTION WITH A CON¬ 
TINUOUS SUBJECT, WITH A VIEW TO THE FORMATION OF 
A GOOD INTELLECTUAL HABIT. 
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This alone is true training and discipline, for this 
alone is permanent in its effects. 

“ Use almost can change the stamp of nature.” 

Hamlet, iii. L 


The above scheme of Method is a summarised state¬ 
ment of the Art of education, in so far as intelligence 
is concerned, and it is applicable to all possible subjects 
of instruction (including the ethical, as we shall see). 

To instruct well is to instruct (consciously or uncon¬ 
sciously) in accordance with these principles and rules, 
i.e. in accordance with Method. It is necessary to 
instruct according to Method, if our instruction is to 
be sound and sure, and, above all, if we are to train and 
discipline ( i.e . educate) mind. And this is the point to 
emphasise, that training and discipline is greater than 
knowledge, and that only by sound method can we train 
and discipline faculty. Method derives its chief import¬ 
ance from this. 1 

The point chiefly to note in connection with these 
rules of the Art is that they are ascertained, not em¬ 
pirically (though many of them had been found out 
long before psychology was applied to education), but 
scientifically. That is to say, they flow by necessary 
deduction from the science of Mind. 

Thus it is that we vindicate for the art of education 

1 Strange that classical teachers, who are most of all identified with 
the theory that discipline is all in all, have been most active in the 
defence of “No method.” 
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a prior and governing science. Take any of these rules 
you choose, and go back on our statement of the 
processes of intelligence, and you will see for yourselves 
its scientific basis. If we can ascertain (as we can) 
how it is that mind knows and grows, how it is that 
intelligence intelligises, it is clear as noonday that we 
have also got the how of teaching, because teaching is 
simply helping the mind to perform its function of 
knowing and growing. 

These principles and rules, I would repeat, as the 
issue of scientific analysis, form the last chapter of 
the Science of education, and at the same time the 
first chapter of the Art. All the subsequent chapters 
of the Art are merely the application of this chapter 
to the various subjects which we wish boys and 
girls to learn. We have nothing to add to them 
except this, that their practical application from day 
to day is modified by two considerations, viz., First, 
the circumstances (by which I mean mental rather 
than physical circumstances) of the pupil Secondly, 
the subject we are teaching. Not that the principles 
do not apply to all subjects, but that each subject will 
suggest its own expedients, if not also rules. 

I shall explain these two points:— 

As regards the first: if the pupils to whom I am 
giving object-lessons or any other lessons are of the 
more educated classes of society, it is absurd to make 
oneself a slave to the ride of “ little by little ” and “ step 
by step ” to the extent to which we subject ourselves to 
it when dealing with poor children whose minds receive 
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no home cultivation. In the case of the former, we can 
take much for granted and advance more rapidly than 
with the latter. This consideration is of greater weight 
in some subjects than in others, e.g. in examining on 
the reading-lesson. You can yourselves, after a little 
reflection, supply all that I omit saying in this connec¬ 
tion. The age of the pupils, too, is one of the most 
important of the conditions under which we teach. 
Setting aside the question of the age at which a natural 
science can be taught scientifically, all will at once see 
that with boys of fourteen we must proceed much more 
slowly than with boys of sixteen or seventeen. The 
lecture on the periods or stages of mental growth will 
suggest to the thoughtful reader all that has to be 
said on the question of rapidity of progress. 

As regards the second point: — additions to the 
rules, or modifications of them, are naturally suggested 
to anybody’s common sense by the nature of the 
subject he happens to be teaching. For example, the 
mode of procedure in teaching the English language is 
fundamentally the same as that to be followed in teach¬ 
ing French or Latin. But the fact that English is the 
native tongue admits of a procedure which is impossible 
in the ease of a foreign tongue. The most important 
difference of procedure is suggested by the fact that 
English grammar is, in the mind of the child, implicit. 
We are merely making explicit, and reducing to order 
and rule, what is already there. It is plain that we can¬ 
not do this in the case of French or Latin. On the other 
hand, presuming that all will agree with me in thinking 
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that the native grammar must he the basis of foreign 
grammars (in order that the new may grow out of the 
old and knowledge be an organic growth), then it is 
absurd not to take advantage of English grammar in 
teaching French or Latin, and not to assume that a good 
deal of the grammatical work is already done to my 
hand. And so on, as when we pass from Latin to Greek. 
Here common sense comes in; and though it be “ the 
rarest gift of Heaven,” we must take it for certain that 
all teachers are endowed with it. 

And this allusion to common sense suggests that I 
must still make one remark before I conclude this part 
of my subject. 

It is possible to overdo method. 

You may be giving a lesson quite in accordance with 
sound method, but you may be pedantically taking step 
after step with too exclusive an eye on method of 
procedure, and too little regard to the subject you are 
teaching, the mental condition of the pupil you are 
teaching, and the proposed end of your teaching. You 
may forget entirely that the prime condition of all 
successful mothod is the sympathetic movement of the 
mind before you with your mind, and your mind with 
his. Indeed, without this sympathy, subtle and delicate 
in its nature, your method becomes wooden and lifeless. 
This, now, is to be a slave to method, whereas method 
ought to be your servant, not your master. Sympathy 
cannot be taught by any professor of education. It is a 
thing of native growth, but its germs may be cultivated. 
The greatest stimulus to a young mind, you may be 
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sure, is your sympathy with it, for this is always 
accompanied with a genuine desire to lead the pupil 
into the subject; and that desire will in all, save a few 
cases, be reciprocated by the pupil. There is no device 
for commanding attention and no methodology which 
can be a substitute for interest in your subject and 
sympathy with the mind before you. In fact, one might 
almost supersede all study of method if one could only 
secure this, that the teacher was able sympathetically 
to place himself in the mental attitude of the pupil 
towards the lesson, and advance along with him step 
by step to the full comprehension of it. 

It has also, I think, to be noted that it is above all that 
philosophy of mind which regards mind as being, under 
more or less disguise, a process of sense-agglutination, 
which will generate a method in the forming of mind 
as pedantic in practice as it is unsound in theory. The 
growth of a mind, even if we regard it as a mere fabric 
of stones and cement, is not dependent on the educator. 
It fulfils its own life in its own way. We merely 
fix the end, give direction, supply defects, remove 
obstructions, and, generally, lend a hand. Some would 
build up mind as if they were laying a tesselated pave¬ 
ment. Method which does not confine itself to the 
order of studies and the discipline and development of 
faculty generally, but condescends to the minutest 
details of the order of questions to be put even in a 
simple narrative lesson, is method run to seed. The 
human mind, as a living energy, is always arranging its 
own material for itself, and children are not so dull 
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as some method-mongers seem to imagine. Still more 
clearly shall we see the fallacy of the pedantic extremist 
in method, if we recognise reason as at root a will-energy 
ever seeking, by the necessity of its own nature, to 
correlate presentations and representations under the 
stimulus of the native form of End. To stimulate and 
direct this, taking care to keep to the highway of mind- 
process, is more than half our task. 

In short, one great advantage accruing to the study 
of the science of education, as distinguished from the 
art as a dogmatic system, is, that it makes the student- 
teacher master of method, and prevents method, in the 
sense of rules, being master of him. He sees the 
ultimate ground and significance of the rules, and feels 
free and unencumbered in his use of them. His obedi¬ 
ence is the obedience of a freeman, not of a slave. He 
is the subject of a constitutional monarch, not of a 
despot. We rightly despise “ rule of thumb ”; but let 
us remember that there is such a thing as a pedantic 
system of rules which becomes a kind of organised 
“rule of thumb”—perhaps a more dangerous enemy 
of true method than the traditionary practices which 
make no pretensions. 

Note .—There ought to follow Methodology, a discus¬ 
sion of the art of examining and a consideration of 
manner in the teacher as distinguished from method. 
On these subjects much might be said. As to the art 
of examining, I would say generally, that the moment 
it departs from the type of an intelligent conversation 
conducted with perfect naturalness, it goes wrong. 
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APPLIED METHODOLOGY, OR THE ART 
OP INTELLECTUAL EDUCATION. 


Method of intellectual education, i.e. of instruc¬ 
tion AND DISCIPLINE . 1 

I do not say methods of instruction, but of “ intellec¬ 
tual education,” because it has been already shown that 
all sound instruction of the intelligence involves training 
and discipline, and all sound training and discipline of 
the intelligence can be secured through sound instruc¬ 
tion alone. The two taken together, constitute the 
education of mind as intelligence. 

We divided subjects of instruction into two classes, 
the Real, which specially feed the mind, and the 
Formal or Abstract, which specially discipline. The 
Real comprised Naturalistic and Humanistic sub¬ 
jects ; and so with the Formal. We shall take the 
Real first. 2 

1 The practical application of Method to the various subjects of 
instruction would naturally extend to about twenty-five lectures. 

a There is also, doubtless, a reality of fact and relation in the 
abstract. 
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A.— Application of Method to Instruction in the Real. 

The Naturalistic .—(1) Object-lessons and Nature- 
knowledge. Elementary service generally. 

(2) Knowledge of the Human Body.. 

(3) Geography (as defined in Lecture V., Part I.). 1 

(4) Physiography. 

The Humanistic . 

Introductory. —Reading as a merely instrumental 
art. Writing as a subsidiary instrument. 

(1) Language, 2 i.e .— 

(a) The Vernacular language as the ex¬ 
pression of the thought of others— 
Literature. 

(5) The Vernacular language as a synthetic 
exercise—the expression of one’s own 
thought—Imitative Composition. 

(2) Foreign Languages as Literature. 

(3) Economics. 

(4) History with Civil Relations. 

(5) Moral Sentiments and Precepts [Minor 

Morals]. 

(6) Spiritual Ideas (including the Beautiful) and 

Religion. 

1 For a paper on “ Method in Teaching Geography,” see Occasional 
Addresses . 

2 The substance of my lectures on Language and Literature will be 
found in the book entitled Language and Linguistic Method in the School 
(Cambridge University Press). The student is also referred to “Theory 
and the Curriculum of the Secondary School,” in Teachers ’ Guild 
Addresses (Percival & Co.), and to <f Liberal Education in the Primary 
School,” in Occasional Addresses (Cambridge University Press). 
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B.— Application of Method to instruction in the Formal. 

Drawing. Language as Grammar (native 

Arithmetic. and foreign languages). 

Geometry. Bhetoric. 

Logic. 

The lecturer on education will treat all the above 
subjects in detail. I merely name them here. 

Note .—The inclusion of drawing among “ Formal ” 
subjects may give rise to question. I regard outline 
drawing (including geometrical) as belonging to the 
formal of sense , and as an essential element in all educa¬ 
tion of the intelligence. Apart from numerous other 
advantages, the practice of drawing must tend to give 
a definiteness of outline to all mental operations : these 
have a tendency to visualisation as they become 
absolutely clear and distinct. The effort also to copy 
a line or curve so that it shall be a true copy, is an 
effort of self-directed will which is of disciplinary benefit, 
and yet within the capacity of the youngest. 

As to materials of education generally, I would here 
lay down two propositions which ought to be constantly 
present to the teacher as governing all that can be said 
as to “ materials.” 

I. The child of six or seven may, without exaggera¬ 
tion, be said to come to school from the home, the 
fields, and the streets with his mind full of the 
elements of every department of hnowledge included in 
the above classification. He is already a walking 
miniature encyclopaedia. We are much mistaken if 
we think his mind is waiting for us before it begins 
to work. It is chockful of judgments. The subjects 
included above under the heads Beal and Formal are 
(with the exception of foreign tongues), if closely 
examined, merely a generalisation and classification 
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of the materials in and through which the life of 
each is being carried on as a matter of course. 

II. The teacher’s main business is to take the chaotic 
child-synthesis to pieces, make clear what is confused, 
and build on the foundations thus laid. But the teacher 
never leaves behind him the ordinary experiences of 
child-life; he simply interprets and extends them. It 
is daily life which gives material, and the school which 
gives interpretation, direction, and form. Life and the 
school should be in a continual reciprocity — never 
disjoined. Vitas non steholm diseendum- est. 


We have now come to the end of that portion of the 
Institutes of Education which deals with Bight Judg¬ 
ment, including as elements of right judgment, and 
therefore as materials of instruction, moral and spiritual 
ideas. But knowledge, and even wisdom, which issue 
in judging knowingly and wisely, are of little avail, save 
in so far as they express themselves in “Good action 
under a sense of Duty,” and find their completion 
in a "comprehension of the spiritual significance of 
nature and life" (p. 33). Thus alone do we achieve 
the Ethical End; and wo must now indicate the lines 
and method of instruction, training, and discipline in 
respect of this the ultimate aim of all our endeavours. 
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LECTURE I. 


ETHICAL IDEAS AS THE BEAL, OB SUBSTANCE, OF LIFE. 

Note. —The following lectures consist of summaries and 
paragraphs only. It is presumed that the student now 
turns hack and re-peruses Lectures IV. and V. Part I. 

The problem of education may be summarised, as we 
have seen, under the three heads of the end, the means 
(which comprehends materials and process), and the 
agency, which sets the whole in motion and carries it 
out to its completion. The agency is the teacher, who 
passes into the higher category of “ educator ” only when 
he works under the inspiration of an ethical purpose. 
On his personality so much depends that the determina¬ 
tion of ends and the discussion of materials and processes 
seem to sink into comparative insignificance. But were 
we to consider this personality itself (which lies outside 
our plan in this book), we should find that in the 
teacher, as in education generally, it is the ethical 
which is of supreme moment.': No system of training 
can guarantee ethical fitness; but it can shape to an 

excellent issue the ethical predisposition, and constrain 
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those endowed by nature with this predisposition 
seriously to ponder the best ways of fulfilling their 
obligations to their own educational ideal and to the 
national life. 

The teacher who is ethically endowed will see that 
the materials which he uses for knowledge, and the 
discipline which he gives by means of these materials 
have for their ultimate object the fitting of the young 
to interpret their daily experience, subduing all to the 
service of an ethical ideal. But knowledge and intel¬ 
lectual discipline alone, he is well aware, even when 
animated by an ethical purpose, will not of themselves 
suffice; 1 instruction must be given in ethical ideas 
themselves as the true and ultimate realities of life, 
,and direct discinline must also he given in ethical 
habit. 

We find, as the last result of human experience, 
certain moral ideas ready made for us. This is ethical 
tradition. Ethical Education consists in training the 
young so as to put them in possession of these ideas 
as motives of conduct, and as necessary to their ethical 
completeness. Thus we build up Conscience in them. 
Left to his own individual experience, a man’s know¬ 
ledge would be small, his conception of human relations 
restricted, and his interpretation of them false or 
inadequate. 

The moral “ ideas ” are high generalisations, and (as 
we now know) we can introduce children effectively to 
generalisations only through the particulars of conduct. 
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We build up tbe idea through particular thoughts and 
acts. Children are our modern instances of primitive 
man. Their minds have to repeat the mental history 
of the past, in their conceptions of duty as well as in 
their knowledge of things. 

How do we proceed with a view to put them in 
possession of their inheritance ? 

First, We take care to instruct them in. so much of 
the accumulated materials of knowledge—knowledge of 
things—as will enable them to form right judgments, 
and give fulness to life by multiplying interests. 
The subjects we select and the method of giving 
instruction in them, with a view to the attainment of 
our ultimate ethical purpose, constitute that part of 
educational theory and method which has to do with the 
intellect primarily; that is to say, the mere understand¬ 
ing of things and their relations. All this we have 
considered in the previous lectures; and as we enter on 
the specific consideration of the ethical, we see that a 
liberal and generous course of instruction is necessary, 
if the circle of thought and interests is to be so widened 
as to give materials for sound' ethical conclusions. The 
width, no less than the intensity, of a man’s intellectual 
and ethical life is the measure of his education. km 
ity «, Smtudh/, We regulate the conoLuct of the young in 
accordance with moral ideas aaatfe sentiment of duty. 
jjCj Third ltf; We instruct them in moral ideas themselves, 
andjjfeeir spiritual significance. V- cOatwjL, 4LCU*.c> 

Our object in these processes is one and the same—to 
produce in each human being an ethical state of mind; 
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but this again with a view to expression and action, 
which alone give value to the ethical state: in other 
words, we aim at producing a certain state of being, 
and effective w'r(^^ ^so k^gu^rantee^^b^ reality of that 

Now as to the ^itord step, it has to be noted generally 
that no one can get a knowledge of moral or spiritual 
ideas by merely acquiescing in propositions regarding 
them. All moral ideas which can constitute motives of 
action arise primarily out of feelings—“ inner sense,” 
and, consequently, we get possession of them only by 
feeling them—feeling, and so seeing, their truth, and the 
law that is inherent in them. In the same way we do 
not get a knowledge of anything of external sense by 
reading statements about it, but only by feeling it, that 
is to say, having it present to the senses. There is this 
difference, however, between the intellectual and the 
ethical, that knowledge of subjects completes itself 
simply as knowledge (although until we can use it, it 
is not wholly ours), whereas ethical ideas do not truly 
live at all, save in action. We never, consequently, 
can be said even to know them (feel them), until we 
have carried them into action; or, at least, realised them 
imaginatively, if not in our own activity, then in the 
activity of another. <***-^u>“'2/^*'** 



LECTURE II. 


BKIEE ANALYSIS OF MIND AS AN ETHICAL ACTIVITY. 

:en dealing with the philosophy of mind as an 
sllectual or reason-activity, we first exhibited the 
racteristics of the sensational intelligence of the 
nal; and we thus gained a clearer comprehension of 
distinctive characteristics of the intelligence of man, 
» alone is a reason. The same mode of procedure 
be followed now in the ethical sphere. 

Animal and, Infant Mhics. 

he result of our analysis (p. 73) was that the simple 
ings which are inherent in a fully developed animal 
tnism are the following:— 

. The Reeling of Zi/e-activity. 

, The natural appetites (impulses, instincts) working 
from within. 

, Sympathy of being and of natural feelings in 
living creatures. 

. The feeling of kindness to other living creatures, 
especially among those of a like kind (goodwill). 

. The feeling of pleasure in kindness received from 
others (love of approbation). 
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6. The feeling of a superior power (with the con¬ 

sequent feeling of dependence). 

7. The feeling of resistance to anything which may 

hurt (animal courage). 

8. The feeling of fear, or of evasion, of anything which 

may hurt (animal cowardice). 

9. The feeling of rivalry. 

All these insist on manifesting themselves as occasion 
arises. 

Man shares all these feelings, as instincts, desires, 
impulses, with animals; and they form the basis of 
his ethical nature. As basis of his nature, they are 
in evidence from the first; indeed they constitute the 
whole ethical apparatus of the infant. There is no 
harm in them; but, on the contrary, good: and the 
young must be allowed to pursue their desires and 
exercise their activities in every direction. We gradu¬ 
ally mould these to law, but we must not be in too 
great haste. 

In man, reason (as Will) enters for the purpose of 
rationalising all these impulses and directing them to 
ends, which ends are, in their ultimate form, ethical 
ideas; and these, taken together, constitute the ideal 
of conduct for each man. 

The business of the teacher and parent is to train and 
discipline this Will and to build up this Ideal 

The animal is a mere victim of the dynamic of feeling. 
It yields to that which is strongest or uppermost at the 
moment. Man, on the contrary, directs feeling and 
emotion in certain special lines of activity, Le. towards 
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certain specific ends, by virtue of the reason in him. 
These ends are, as I have said, ethical ideas, and they 
constitute motives of action as generalised. 

Further, when this Will - reason enters into the 
sphere of feeling, it brings with it new material to 
Consciousness—(1) A consciousness of Will as a deter¬ 
mining power, energy, or force. (2) A consciousness 
of personality or self. (3) A consciousness of duty to 
moral law as inherent in the ideas and the ideal con¬ 
stituted by Will-reason. 

With education these rational elements of man’s 
distinctive ethical nature grow in strength. 

The sum of the ethical ideas of conduct in a man, 
taken along with the perception of law in these ideas, 
and of consequent duty to that law as supreme, con¬ 
stitute, taken together, what we call Conscience. The 
function of the educator, accordingly, may be said to 
be to build up Conscience in the young: and Conscience, 
I repeat, may be succinctly defined as the ideal system 
of motives, along with the sentiment of law and duty 
to law as inherent in that ideal system. 

As to these Ideas themselves: they are ascertained 
thus: Eeason dealing with the feelings and emotions 
which we have in common with animals (though in 
more ample measure) determines the relations of a 
person to himself and to other persons, and so con¬ 
stitutes the moral ideas (ends and motives). These 
ideas are all complex. 
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The most common of them are— 
Humanity (which is good- Courage. 


will to others, and love 
of goodwill of others). 
Justice. 

Truthfulness. 

Honesty. 

Honour. 

Fidelity. 

Self-control ai 


Integrity. 

Eesoluteness and Perse¬ 
verance. 

Purity. 

Eeverence (for that which 
is greater than our¬ 
selves). 

' Self-respect or self-worth. 


The analysis of these complex ideas into their 
elements of emotion and reason must throw light on 
the method of educating the young, so that the ideas 
shall he to them a permanent possession as knowledge. 

I do not attempt this analysis here, hut content my¬ 
self with saying that the teacher should always have 
present to himself, as dominating aim, the cultivation 
in the pupil of self-control and self-respect, and of 
those more generic and supreme ethical ideas which 
comprehend others, viz. the idea of Humanity, which 
expands and enriches the soul, while at the same 
time deter minin g conduct, and the spiritual idea of 
God as universal Father, which at once humbles and 
exalts the personality, and Whose best service is the 
service of mankind. The pupil should early know that 
a continuous struggle is appointed for man, not only 
with his animal nature and material interests, but 
with the very self-conscious ego, which, just because 
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it lifts him above nature, is too apt to rest content 
with self-worship. 

I have spoken elsewhere, in detail, of specific Religious] 
teaching. 1 Accordingly, I would confine myself here 
to saying that where there is a breach between 
ethical and religious teaching, we have neither the 
one nor the other in its fulness of significance. With¬ 
out religious teaching, the education of a human being 
is (on purely psychological grounds) demonstrably in¬ 
complete. A . > 




Law and Duty .—I have referred to Law and Duty as 
residing in the ideas . We may put it otherwise thus: 
the abstract sentiment of law and duty inherent in the 
reason of man is a mere empty Form, and has to be 
filled with the substance or real of ethical ideas which 
are to regulate life and conduct. This sentiment of law, 
implying reverence for, and duty to, law, accompanies all 
our training and instruction, and is taken for granted 
as an ever-present inner fact distinguishing the man- 
child from the animal. Through this sentiment of law 
and duty, in truth, we must mainly work, although 
we do not always make our procedure apparent to 
the child. 

The educator may be assured that the child is ever 
in search of law. Were there no ideal and law for 
man there could be no morality; one act would be as 
good as another. 

The discipline of duty to law is essentially a calling 


1 Occasional Addresses and Teachers' Guild Addresses . 
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forth of effort to will the good and right in the face of 
difficulties. 

In this connection, again, the recognition of God as 
source of law, and of the world as a moral order, is 
to be continually, fostered (by being assumed^ rather 
than inculcated), until it reaches that clearness of 
vision, possible only to the maturing or matured - mind, 
which contemplates God as not only the true and ever- 
abiding life of the spirit of man, but the ever-during 
law of that spirit. 



LECTURE III. 


UNITY OF THE INTELLECTUAL AND ETHICAL IN EDUCATION. 

Nutrition and Discipline: Deal and Formal. 

Will in so far as, in its reason-process, it affirms or 
posits real ethical ends or ideas as also abstract law, is, 
as we now may see, the Eormal element in ethics. In 
other words, Will, engaging itself with abstract duty to 
law, and acting for the sake of duty to law as such, 
is Formal. The ethical ideal, on the other hand, which 
is “constituted law” for us, is the substance or matter, 
in other words, the Deal in the ethical act. 

We have spoken in past pages 1 of the unity of reason; 
but we now further see that the human mind as a 
whole is a rational unity. There is no true separation 
of the intellectual and the ethical. The ethical is 
within the sphere of the rational, not outside it or 
somehow added on to it. The rational affirmation of 
end in the sphere of inner feeling and emotion, which 
affirmation determines conduct, is identical in its 
nature with rational affirmation regarding anything 
whatsoever. 

1 Vide also Appendix D, 
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Note .—Within the limits of mere knowledge, the 
affirmation has its final issue in knowledge simply; the 
moment it goes beyond this, and involves the effecting 
of a particular knowledge in the world of action or 
conduct, the knowledge, it will* be found, is, ipso facto , 
instinct with some feeling or emotion, and becomes 
ethical. The abstract love of pure knowledge itself, for 
its own sake, is, however, ethical, because it is the pur¬ 
suit of an idea and an ideal. This involves emotion. 

In the purely intellectual sphere we distinguished 
between the Eeal and the Formal or Abstract in 
instruction. So, in the distinctively Ethical sphere 
—the ethical side of reason—there is a Real and a 
Formal or Abstract. 

Accordingly, just as we found Will in the conscious 
subject to be root and nerve of reason in man, we now 
find the same Will to be root and nerve of all ethical 
life and activity. The ethical end,—always an idea of 
reason,—which is affirmed as right and law, is carried, 
by the sustained energy of the same Will that affirmed 
it, into action; and thus we become ethical beings, and 
not knowing beings only. 

It will be at once seen that this analysis of the essen¬ 
tial nature of mind not only gives to us, as students of 
philosophy, a unity of view, but as students of educa¬ 
tion a unity of theory and system. For in the education 
of both the rational and ethical nature, Will is the dis¬ 
tinguishing characteristic of man—that whereby he is 
man; and it is this, consequently, that we have specially 
to train and discipline, viz. Will as at once a rational 
and an ethical energy. 
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But, inasmuch, as rational mind, as pure Will and its 
Eeason-process (or, as I prefer to call it, Will-reason), 
is merely formal, we have to provide food, reality, 
nutrition for the moral, just as we do for the intel¬ 
lectual, nature. This material is, we now know, ethical 
ideas. We must .never, however, lose sight of the 
fact that it is the command which Will has over its 
materials, and the ends for which it uses them, that 
are alone of value in life. A purpose of Duty is 
demanded of us. This, indeed, is what we mean 
when we say that the end of education, as of life, 
is ethical. 

Intellectual discipline, we found, involves a self- 
initiated energy of Will in the face of difficulties under 
a sense of Law—that is to say, the fulfilment of law 
as imposed by another or oneself with a view to the 
fulfilment of a purpose: Ethical discipline also may 
be defined in the same terms. Thus, intellectual dis¬ 
cipline is, in truth, a moral discipline. 

The above remarks justify the traditionary attitude 
of the classical humanists to discipline of intellect 
as of supreme importance; but it also shows that 
they have erred in making it all-important. The 
intellect must be fed, and the ethical nature must be 
fed. So essential is this, that we might also justify 
the realistic attitude of mind to education as of 
supreme importance. 

The true conclusion is that to which we formerly 
came. Will-reason can be trained and disciplined 
only in and through the Eeal: and the Eeal can be 
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effectively taught only when it is so taught as to be 
a training and discipline of the Formal in mind. 
How ? To this scientific methodology is the answer; 
and as regards intellect we have nothing more to 
say. But methodology is equally potent in the ethical 
sphere. 



PART YI. 

APPLIED METHODOLOGY AS ART OF 
ETHICAL EDUCATION. 
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LECTURE I. 


THE REAL AND THE NORMAL. 

Instruction, Training, and Discipline generally. 

Ethical Education, I have just said, comprises (like 
intellectual education) two elements, the jReal and the 
Formal — nutrition and training with discipline.. 

I pointed out (p. 40) the distinction between the 
“ training ” and " discipline ” of the intelligence. Dis¬ 
cipline, we found, could not be distinguished from 
training except in this, that it was dependent on 
spontaneous, unaided, and self-directed effort on the 
part of the pupil, with a view to the effecting of a self- 
conscious purpose; while training was the carr£iBg-of 
the pupil through certain intellectual processes by a 
stronger will—his master’s. Hence we found that 
formal or abstract studies were in themselves more 
disciplinary, if rightly taught, than realistic studies, 
because they involved greater initial energy and 
more sustained application of that Will which, as a 
power and process, is the distinguishing differentia of 
ma.n The same distinction is apparent in ethical 
education. In the case of very young children we 
train to right action, i.e. we guide, lead, and help 
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them to do the right, in obedience to their teacher as 
a moral instructor: we do not appeal to. abstract law, 
or lay a burden on their wills. ¥e rely on imitation 
and on their affection for us. As they grow older, 
however, we call upon them to do the right of them¬ 
selves in the face of temptation, in obedience to the 
moral law in them, and as an act of self-directing will 
in the service of bare duty: this is formal discipline. 

Thus far, the method of intellectual and the method 
of moral education run on parallel lines, In both alike 
training is the guidance and helping of the unformed 
will in the fulfilment of ends, and discipline is the 
spontaneous, free energising of that will in the fulfilment 
of self-conscious ends, to which, as law, it owes Duty. 



LECTUKE II. 


METHOD OF ETHICAL EDUCATION IN THE HEAL— 
INSTRUCTION. 

The ethical differs from the intellectual as regards the 
method of instruction only in so far as we are now 
instructing in the emotions and ideas which constitute 
the inner substance or matter of our ethical life. The 
difference is caused by this: in the sphere of intellectual 
education we have to do with presentation and ac¬ 
quisition, whereas in the sphere of ethical education we 
have directly to do with action or conduct; for, as 
we pointed out, an emotion is not ours till it is felt, 
and an ethical idea is not truly ours till it is used. 
An ethical emotion or idea truly lives only in action, 
and, accordingly, can be realised as a fact of conscious¬ 
ness by the child, and so truly known , only as an act. 

The distinction is, fundamentally, the distinction 
between outer sense and inner feeling respectively 
as yielding materials for knowledge. 

Consequently, we instruct in the real of ethics chiefly 
by training . ^ 

That is to say, ( a ) we do not bring the ethical 
before the child's mind as a series of preceptive facts 

°19 



220 


INSTITUTES OF EDUCATION. 


[LECT.^ 


or reasoned conclusions, but let the 
jDlate-ethical emotions and ideas in action in ourselves 
or in others (either actually or in narratives). Per¬ 
ception is here perception of a feeling in activity. (b) 
Above all, we lead him to imitate and do the good 
instead of the bad by letting him feel its inherent 
attractiveness, which he does instinctively; and, further, 
by associating the good with his regard for us. 

Hence it is, that while the principle of method— 
“present a good model”—is of general application in 
the instruction of the intelligence, it is absolutely indis¬ 
pensable in ethical instruction. In fact, it may be said 
that abstract instruction in emotions or in moral ideas 
or precepts is to the young nothing but words —verba 
sine rebus. The res in this sphere are actions resting 
on emotions and ideals. The process of acquisition 
is the imitative adoption of what the* child approves 
in others, especially his Teacher. Only then does he 
truly know the ethical emotion. So with himself ; 
he must do that he may know . Logically, it is true, 
the virtuous state of being must always precede “ effect¬ 
ive virtue”; but, as a matter of fact, the two are so 
indissolubly united in the life of mind, that we would 
seem to bring about the virtuous state of being by first 
securing in the young the doing of the right; and so 
we work backwards. 

These remarks apply also to specifically religious 
instruction. I build up the reverential frame of mind, 
for example, by means of the habitual act of prayer 
and the exhibition in my own conduct of a con- 
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seriousness of the Divine presence. This is sympa¬ 
thetically adopted hy the child, and he knows it in the 
moment of doing it and seeing me do it. 

The feelings, again, -which lie at the root of minor 
morals (which Locke calls good breeding) are all taught 
by imitation and a training in acts. Far too little 
importance, I would here point out, is attached by 
teachers to minor morals in their reactive influence 
on character in its deeper sense. No verbal instruction 
is here of much avail. Good breeding, acquired after 
a youth is grown up, isjilw^ His 

manners and “ form ” are self-conscious. He is wearing 
somebody else’s clothes, and they never quite fit. 

The general conclusion is that ethical instruction is 
through training , i.e. by evoking in the child the sym¬ 
pathetic approval and imitation of good acts. Coercion 
would defeat our purpose. The child has to adopt 
our point of view through imitation, and imitation 
rests, as we have seen, psychologically on sympathy: 
how can there be sympathy with that which a child 
fears ? It would be a contradiction in terms. 

At the same time, I do not admit that cold precept 
is always out of place with the young. It sums up the 
character of actions, and has a function in the sphere of 
the emotions similar to formulated statements in the 
sphere of knowledge. Still less is it to be held that the 
poetic or other eloquent expression of moral sentiment 
is ever out of place. On the contrary, so long as a 
poem or rhetorical prose expresses ethical sentiments or- 
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ideas which are fairly well understood, they are powerful 
agents in building up the ethical ideal at every stage of 
education; especially when, as in the case of poetry, the 
words are allied with music in the school. For, all that 
has to do with the expression of the ideal, in words or in 
beautiful forms, is moralising, simply because it is ideal. 

Precepts and dogmas, however, are generalisations, and 
no generalisation, as I have so often said, has any mean¬ 
ing except in so far as it sums up particular experiences. 
In the intellectual sphere, particular experiences are per¬ 
cepts and concepts (individual) of things; in the ethical 
sphere they are the acts of the learner himself, or of 
his teacher and companions, or the imaginative realis¬ 
ing of the acts of others as narrated in prose or poetry. 

If this distinction be clearly understood, it will be 
found that, as regards all else, ethical instruction is sub¬ 
ject to the same Principles of method as intellectual 
instruction, and we do not require to start in search 
of a specific ethical methodology. To show this in detail 
would encumber this book, but the mere quoting of a 
few of the Principles will show what I mean. 

Present to Sense: —that is to say, evoke the moral 
feeling or emotion so that it shall be clearly present 
to consciousness. Ho preaching will do this any more 
than preaching about a banana will convey to conscious¬ 
ness the sense-concept of a banana. Emotions, etc,, 
must be presented to inner sense as acts . 

Present a good, model. 

Evoke the Will. 

Turn to Use: i.e. Help the child in his daily acts to 
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put into practice what he has seen and approved in 
your acts and the acts of others. Without supervision, 
moral tr aining is impossible; but the supervision should 
be sympathetic and easy. 

Let the instruction be analytico-synthetic: that is to 
say, in historical and biographical readings, and in 
poetical reading, the complex of conduct exhibited has 
to be analysed, and its elements, moral and immoral, to 
be brought into light with a view to a correct synthesis 
of the whole. Only so is the lesson of any use at all. 
But do not overdo this. If you are to produce a 
flame easily with Bryant & May’s matches, attend to the 
direction on the box, “ Bub lightly.” 

■Associate ethical teachings :—that is to say, not only so - 
as to exhibit their unity in Will, etc., but associate 
them also with pleasant surroundings; above all, a. 
pleasant countenance. v 

The other principles and rules of Method I leave you ■ 
to apply for yourselves. 

But in leaving this subject I cannot forego one 
r i.ma.T lr suggested by the master principle, “ Evoke the 
Will” The child must do the work of his own moral 
education under your guidance simply, just as he does 
the work of instruction under your guidance. Do not 
emphasise and drive home moral teachings too much 
as if the child were an unwilling recipient of them. 
Assume that the young mind is ready for them, nay, 
eager for them; and while you handle moral and spiritual 
things gravely, let all austerity be absent. 



LECTURE III. 


METHOD OE ETHICAL EDUCATION IN THE FORMAL— 
DISCIPLINE. 

By the formal or abstract in ethics we mean Law, 
and Duty to Law as such; and here the principles 
"Evoke the Will” and “Turn to Use” are specially 
applicable. 

The ethical ideas which constitute the real or sub¬ 
stance of morality cannot be trusted to determine a 
man’s conduct, still less a boy’s, save in ordinary cases. 
Outside the ordinary and usual, the sense of duty to. 
abstract Law, and that as Law of God, is indispensable. 

It is the Law in ethical ideas, consequently, and 
obedience to that Law, which we must constantly keep 
before the young if we are to educate them so as to 
give them power over their own actions—capacity for 
free self-regulation as they grow in years. This evok¬ 
ing of moral energy in the face of difficulties, is what 
is meant by moral discipline. Our aim is a “ Habit of 
good action under a sense of Duty.” 

Will, as reason, knows and realises in consciousness 
the ethical idea; and it is the same Will which 
realises the knowledge in action. The continued 

224 



DECT. III.] ETHICAL EDUCATION IN THE FORMAL. 225 

supremacy of this Will, as serving moral Law, is 
the Habit of Virtue. 

But the child knows nothing of inner Law, and the 
boy knows little. It is abstract, and in germ only as 
yet. The young are concrete beings of sense and 
feeling. The educator (parent, teacher, the state) is 
to them Law—Law in its concrete and visible form. 
This is their Conscience, as yet external to them, and 
preceding, evoking, and guiding the natural growth 
of inner Law in them. 

For the securing of the habitual recognition of Law 
as Law, and as an end in itself for the free energy of 
Will (the essential characteristic of man as a good 
citizen and as a person), a great deal depends on the 
behaviour of this external Conscience—viz. Authority 
or Law as embodied in the parent, the state, and the 
teacher. The method of Moral Discipline, then, is 
through Authority. 

It might be asked at this point, What Bight has a 
schoolmaster thus to impose himself, as Law, on the 
young ? The answer is, The right of the mature mind 
to direct the immature mind, the right conferred by 
a man’s being the holder of the tradition of Law which 
is accumulated wisdom, and the right inherent in the 
parent and the State,—all which are embodied in the 
Teacher for the time being. 

This is his Bight. Bight may ultimately have to be 
supported by Might. But Might, in so far as it is not 
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used in the service of Eight, has no right, and is 
immoral; consequently, ineffective and demoralising. 
Nay, even in the service of Eight, it is ineffective and 
demoralising when employed without absolute necessity. 
For Might as such (mere physical force) can never 
moralise. Through sympathy alone the child imita- 
tively adopts the Law in you and from you. Doubt¬ 
less, Might can deter from certain external acts 
and protect law-abiding citizens from their internal 
enemies; and, consequently, in a State it is indis¬ 
pensable as a protective police. In the school, too. 
Might can deter; but inasmuch as the purpose of the 
school is education, it is an ethical purpose—the 
attainment of certain positive ethical results in the 
pupils as self-directing wills—and the merely deter¬ 
rent, consequently, cannot educate. In truth, we might 
almost go so far as to say that, except in so far as the 
young acquiesce in the law of their elders, the effect 
of law is demoralising. You cannot form character 
outside the will of the child. It is a miserable result 
of education, which can be identified with the merely 
negative result of a State police. 

We conclude that the Authority which demands and 
commands obedience to Law, in the family and school, 
is Moral Authority, not Coercive Might. The whole 
subject of Discipline to Law and Duty, then, centres 
round this question of moral authority. 



LECTUEE IV. 

MORAL AUTHORITY AND ITS CHARACTERISTICS. 

The immature mind is not capable of apprehending 
the conception of abstract Law and Duty, as I have 
already said. This conception is there in germ and 
becomes explicit gradually through the discipline of 
young minds, which by nature are seeking for Law and 
going out to meet it. Discipline, it might be said, is 
attained when we have formed the habit of obedience to 
the external Law—the Moral Authority of the teacher. 
Not so: the habit must be so formed as to be a habit 
of free obedience to inner Law, and a perpetual recog¬ 
nition of its majesty. It is a slow process, and the 
teacher must pursue his aim deliberately, calmly, 
and persistently. If the young were capable of 
realising the abstract conception of formal law, we 
should content ourselves with saying that sympathy 
with the teacher and imitation of him and of other 
good examples would suffice, as is in the case of in¬ 
struction. But they are not capable. The abstrap® 
has here, as everywhere, to be learned through the 
concrete. The teacher is the concrete. Now, since the 
teacher embodies moral authority for the purpose of 
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regulating the acts of the pupil and so discip lining 
him in duty to law, he himself must make sure that he 
is a true and worthy moral authority. So far as he is 
this, he will succeed: so far as he is not this, he will 
fail 

We must now, therefore, consider those character¬ 
istics and elements of a true moral authority which 
must be found in the teacher, if the young are to be 
so disciplined by it as to grow up willing servants of 
the inner Law, and ultimately identify it with their 
own personalities as free personalities. 



LECTURE V. 


CHARACTERISTICS OF THE EXERCISE OF MORAL 
AUTHORITY. 

The characteristics of a true Authority make themselves 
known in the exercise of authority from day to day and 
hour to hour. It is assumed that the master always 
maintains the aspect and bearing of authority. This is 
quite compatible with kindliness and sympathy, and is 
always self-controlled. 1 

Summary of characteristics:— 

1. The commands of the master are always in accord¬ 
ance with right reason. They are rational. 

This does not mean that he is to convince, or try to 
convince, his pupils that his commands are rational; 
but only that in quiet moments he should be able to 
justify his commands to himself, or to other adults, on 
rational grounds. His commands must thus never be 
arbitrary, if they are to exhibit true authority. In other 
words, they must never be an utterance of his own wilful 
will, but have a rational justification. 

2. The same commands are given in all similar 

1 For an Essay on Authority in the Schoolmaster, see my book, The 
Training of Teachersj and other Educational Papers. 
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circumstances. They are sure, steady, and consistent 
with themselves. The pupil always knows where to 
find the master, so to speak. 

The master must not, therefore, allow his commands 
to be influenced— 

(a) By regard for personal ease, or by indolence 

(selfishness). 

(b) By variations of moods or temper (caprice). 

(c) By personal likes or dislikes (passion). 

(d) By indifference or frivolity—showing that he 

himself does not, at the bottom of his heart, 
much respect the law. 

( e) By self-esteem or pride—showing that he places 

himself and his own personality above the 
law as more worthy than it. 

(/) By love of popularity. 

3. The master's commands are always instinct with a 
moral purpose. 

This means that they would be found, if examined 
to have a moral aim. 

4. Great liberty of thought and action is consistent 
with the observance of law; and all things are right 
which do not conflict with the law. 

Therefore— 

The master's commands do not hover round every 
part of the boy's life; they do not harass him; they 
are few but strong, strong but few. Liberty of action, 
freedom of thought and life, are carefully protected 
within certain easily understood and well-marked 
limits. 
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5. The master’s commands and requirements are clear 
and unmistakable. 

6. The Moral Law does not require of us the impos¬ 
sible. The master who is a true moral authority gives 
no commands and imposes no tasks which cannot, with 
a moderate effort, be fulfilled. 

By excessive exactions you justify disobedience. 

“ Fathers, provoke not your children to wrath.” 

7. The Moral Law is not equally imperative in respect 
of all rules of conduct. The master, therefore, lets 
it appear that there is a distinction, and a difference 
of degree, in his commands; that some are truly Laws 
of imperative force, others mere rules or orders of 
expediency. They are the “ bye-laws,” so to speak, of 
the family or school. 

It is well sometimes even to suspend (by way of 
reward) rules of expediency, when they restrict the 
freedom of the pupil. The very suspension enforces 
the distinction between the Good and the merely Expe¬ 
dient ; and so far from weakening the sense of Law in 
the boy and the school, tends to strengthen it. 

8. The commands and demands of the master are 
just. 

The yo ung are exceedingly sensitive on the subject 
of justice. If you are just, you strengthen the inner 
Law by the outward manifestation of its own all-per¬ 
vading characteristics. There is much that might be 
said on this question of Justice, but I shall make only 
three remarks— 

(a) The teacher’s commands must apply to all 
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equally. This does not preclude relaxations 
in the case of children of native weakness 
or sensitiveness, provided that the other 
pupils recognise the existence of the reasons 
for exemption, which they are sure to do. 

(6) Make very sure of your facts before you ap¬ 
prove or disapprove. If there be any doubt, 
always give the pupil the benefit of it. 

(c) Hever remember a fault against a boy when it 
has been atoned for. Start afresh every 
morning with a clean sheet. A new day, a 
new life. Let each day be a day of re¬ 
generation. 

9. The master makes use of the feeling of awe and 
reverence, which is native to every human soul, and 
which finds its supreme object in the absolute all- 
pervading thought of God, to strengthen the authority 
of moral law ; lut only in grave cases. 

If the teacher consistently exhibit the above charac¬ 
teristics of Moral Authority, his own personal authority, 
as the external conscience of the pupil, is then justified 
in him: and it will be found that the pupil will gain such 
trust and confidence that, should the teacher at any time 
demand or command the apparently capricious or un¬ 
reasonable, the pupil will accept the command without 
question, as capable of explanation and as right, simply 
because the teacher requires it. 

What ground have we for selecting these character¬ 
istics of the external moral authority ? This, that they 
are the characteristics of the internal moral authority. 
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It is. only when Moral Law thus clothes itself that it 
wears the purple, and commands the reverence of a 
rational being as over all supreme. 

As the boy grows in years, you relax the pressure of 
authority as an external agency. You take him into 
moral partnership, so to speak. 



LECTURE VI. 


THE MORAL SANCTIONS OF AUTHORITY. 

These may be summed as the Approbation and Dis¬ 
approbation of the educator. They are moral in their 
character and effect, because they appeal to native 
emotions of a moral, and not of a material and conse¬ 
quential kind. 

There is so much to be said here on Disapprobation 
that I prefer to say nothing save to repeat the words 
of Herbart, that we must never so censure as to cause 
a boy to lose all self-respect. It is clear that blame is 
not felt at all unless there is self-respect to lose. The 
great task of the Church with the hopelessly fallen may 
be said to be to restore their self-respect. Approbation, 
again, is to be frank and generous, but with a certain 
reserve. You should not approve as if you were 
agreeably surprised that the boy should do right. 
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THE MATERIAL SANCTION’S OE AUTHORITY, OR THE 
ENFORCEMENT OF AUTHORITY. 

These sanctions are Eewards which emphasise Appro¬ 
bation, and Punishments which emphasise Disappro¬ 
bation. The moment we carry material rewards and 
punishments farther than is necessary to emphasise the 
moral sanctions, we pass into the sphere of the non- 
moral—the purely coercive. School discipline, in its 
vulgar sense, always appeals to material or bodily con¬ 
siderations alone, and as deterrent is non-moral, if not 
also demoralising. 

As to Rewards .—These are almost wholly unnecessary. 

Punishments .—These may be classified thus:— 

(1) Positive punishments: (a) bodily castigation, (l) 
impositions, (c) confinement, (d) expulsion. 

(2) Negative or privative punishments. 

A question to be considered here is the gradation of 
punishments. Never punish if you can attain your end 
without it. When you do punish, let the punishment 
be the minimum which will attain your end. The 
precise psychological effect of material punishments, 
such as flogging, confinement, etc., is an interesting 
question for the Analyst. 



LECTUEE VIII. 


NATURAL AUXILIARIES OF AUTHORITY. 

The skilled teacher gets these on his side. Woe to the 
Headmaster who finds them against him. 

They are so potent that the teacher is generally to 
blame when he has to resort to physical castigation. 
The natural auxiliaries may be summed under the fol¬ 
lowing heads—(1) Sympathy of members of the school 
with each other; (2) Esprit de corps; (3) Emulation. 
But the chief auxiliary, without which all the ethical 
work of the teacher would be wholly vain, is this, that 
reason is always in search of law , and rejoices in it 
Attention to the ordinary fixed rules of the family and 
the school, though trivial in themselves, yet promote 
the general habit of recognising Law. 

The result of instruction in ends or ideas, and of 
discipline of Will, is, that at the end of the secondary 
school-period the youth is (speaking generally) a Will 
which has been fashioned by those set over him, and 
with tendencies in a definite and traditional direction. 
He cannot, however, be as yet said to act under a 
system of self-constituted ideals, i>e. a conscience of his 
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own making. But he has been so wisely trained that 
he has acquiesced willingly in ethical ideas, in the 
reasonableness of law and the obligation of duty, and 
has acquired certain moral and religious convictions. 
Inasmuch as there has been intelligent acquiescence, his 
conscience cannot be said to be imposed from without, 
but to be free. The effort, now weak, now strong, after 
conduct in harmony with his acquired ideal, continues 
for life. 

In the case of the thinking few, however, all moral 
convictions and ends are, during the period of adol¬ 
escence, subjected to a new and self-initiated analysis. 
This stage of mental growth corresponds to the uni¬ 
versity period of a man’s education. Beginning with 
doubts and negation, it is resolved, ere long, into a self- 
convinced and self-directed affirmation of ethical truth, 
which, though it may not wholly harmonise with the 
tradition in which the youth has been educated, will 
not very far depart from it. The best work a university 
can do is to afford guidance to this philosophic move¬ 
ment of mind. 

It may be said that those youths, who do not think, 
often go astray at this period of their lives, however 
well educated they may have been. But this straying 
from the right path is merely a lapse in conduct owing 
to the powerful impulses of nature which emerge into 
a feverish activity during adolescence, and not to any 
we ak ening of personal conviction as to law and duty. 
Allowing for certain exceptions, their recovery and 
restoration may be safely calculated on. There is 
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much truth In the old Calvinistic doctrine of the 
“ perseverance of the saints.” 

In conclusion, let me say that the sum of the matter 
is this: As the aim of intellectual instruction and 
discipline is to form a free rational self-activity which 
seeks Knowledge as Truth; so, the aim of ethical in¬ 
struction and discipline is to form a free rational self- 
directing activity which seeks the Good as Law. These 
two together (and they cannot he separated) constitute 
the aim of Education; and if they are accompanied 
and sustained by a comprehension of the spiritual 
significance of the Truth and the Law, the Ethical End 
is achieved. 



PART VII. 


SCHOOL-MANAGEMENT, ORGANISATION, ETC. 




SCHOOL-MANAGEMENT, ORGANISATION, Etc. 
Questions for Consideration and Discussion. 


We have throughout assumed, in the preceding Course, 
that we have been speaking of the education of the 
human mind in general. But the advantages and dis¬ 
advantages of congregating hoys and girls for purposes 
of instruction and education demand special considera¬ 
tion. The questions to be considered are— 

1. To what extent are the ends, subjects, and methods 
of education modified -when there are large numbers 
to deal with ? 

2. What is the maximum number which should be 
placed under one Headmaster ? 

3. How many can be taught together in one class ? 

4. How is the difficulty of large numbers to be over¬ 
come when the pupils are of different ages and various 
stages of progress. The general answer, of course, is— 
By Organisation. What do we mean by this ? We 
mean— 

(1.) The Organisation of the Instruction. The In¬ 
struction-scheme is presumed to have fixed regard to 
the educational aim of the School. It must be devised 
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with a view to the work, not only of successive years, 
hut of successive terms, and even of successive weeks. 
Length and difficulty of daily lessons have to receive 
careful attention; they must he adapted to the average, 
pupil. 

The curriculum of instruction to be laid down for 
different kinds of schools has to be discussed with 
reference to the general scope and purpose of all 
education. 

It may appear impossible to give such instruction 
in all the subjects enumerated under the head of 
Materials (p. 35) as to give an exact basis for further 
progress and, above all, intellectual interest in making 
further progress. But it is quite possible to do so, if 
we begin betimes and build up gradually from the 
foundation, falling back at every stage on previous 
stages and connecting the earlier with the later. We 
have always to think of quality rather than quantity. 
The actual amount to be acquired is, in truth, not great. 

The difficulty which meets us in carrying out an 
ideal Instruction-plan is the Time-table. 

The Instruction-plan compels us to consider the 
respective claims of the Beal-naturalistic and Iieal- 
humanistic in a school curriculum. The latter is the 
centre round which all education must revolve. 

This does not to any extent affect the position taken 
up in dealing with the materials of education 1 —viz. that 
the Keal-naturalistie should run through the whole 
curriculum of instruction from infancy to manhood, 
being especially prominent up to the fifteenth year. 
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Eneyelopsedism—its advantages and disadvantages. 
Education is an extensive as well as intensive process. 
Breadth, of basis. Specialisation in Schools: is this p er _ 
missible ? or, is it a characteristic of the University alone? 

As a guide in the arrangement of the succession 
of lessons daily, Bacon’s words may be adapted to the 
school, viz.: “ Interchange of contraries with a tendency 
to the more benign extreme.” Formal and Real subjects 
should be interchanged with a tendency towards the 
" more benign ” Real. 

(2.) The Organisation of the Pupils, i.e., the fitting 
them into the Instruction-scheme; in other words, 
Classification. In connection with Organisation of 
pupils, Examinations, written and oral, Removes, Leav¬ 
ing Certificates, etc. etc., have to be discussed. 

In this connection, too, Class Manipulation, Place- 
talcing, Prizes, Expedients and Devices in Teaching, as 
distinguished from Methods, demand consideration. 

Thereafter, School-Rooms, School Furniture, Light 
and Ventilation, Apparatus for teaching, Text-Books, 
Manual Work in Schools. 

In every question the Ethical End must always be 
present to us, as governing all practical questions of 
detail. 

Organisation of a State School System. 

Relation of the State to the School. 

The different grades of Schools are to be deter- 
1 In the Class Lectures. 
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mined by the periods of Mental Development. They 
are— 

From 3rd till 6th year, Kindergarten Schools, or Infant 
Asylums. 

„ 6th „ 8th ,, Infant Schools. 

„ 8th „ 36th „ Primary Schools (Lower-Primary to 
12th, Upper-primary to 15th year 1 ). 

From 15th till 18th year, Secondary or High Schools. 

Above 18th „ Universities. 

Note. —These might be all under one roof; but in that case the line 
of demarcation between each would have to be strongly drawn, because 
each has its own idea by which its work must be governed. 

Technical Schools are schools intended to prepare 
for some specific industrial function, as opposed to 
schools whose end is purely the education of the man. 
The place of Technical Schools in an industrial nation. 
To what extent they can be so moulded as to give 
education as well as instruction. 

Girls’ Schools. —The question, “To what extent 
difference of sex affects the education of Girls,’” has to 
be discussed. Mixed Schools. Teaching by Women, 
etc. 


Continuation and Evening Schools. 


The Teacher. 

Is he an Educator or a mere retailer of so much 

knowledge, for so much money? His true vocation, 

1 The Upper-Primary may belong to the Secondary Schools, and 
usually does. 
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and its precise social significance as an ethical function. 
Intellectual and moral qualifications. 

Professional training. The general education of the 
Teacher should, like that of other Professions, be in 
the line of the higher education of the country, but 
demands more breadth. His professional training is a 
matter to be determined in its details by time, place, 
and circumstance. (Training Colleges and Normal 
Schools. The Universities as Schools of Education.) 

The Headmaster's relation to his Assistants, Powers 
and position of Assistants, etc. etc. ^Relation of Head¬ 
masters to Governing Bodies. 
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The History of education in various countries is part 
of the philosophy of History; for, to understand the 
education of a country, we must first understand its 
characteristics, its social system, and its ideal of human 
life. We thereby ascertain the standard of attainment 
which it places before itself, and are only then prepared 
intelligently to contemplate its educational machinery 
and methods. The History of education, adequately 
treated, thus contains much of those materials of culture 
which belong to the philosophic study of history. A 
day spent in an Athenian school would give us more 
archaeological light than all the tombs. 

As regards education, in its narrower sense as the 
education of the school, the History of education is 
rather to be called Comparative Education, and is very 
instructive. To go over the whole of so rich a field in 
one university course is impossible. Those portions are 
to be specially selected which best exhibit the progress 
of educational ideas and national ideals, and also those 
which extend our practical acquaintance with methods of 
instruction and school-beeping, e.g . Chinese Education, 
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Hellenic Education, Roman Education, Church. Educa¬ 
tion, and among "Writers, Quintilian, Ascham, Comenius, 
Milton, Locke, Rousseau, Pestalozzi. 


The Contents of a Course. 

I. Education in China: —The home of the 
C hin ese and its physical characteristics. 
The characteristics of their social system. 
Their inn er life as that may he ascertained 
from their philosophy, sacred hooks, and other 
literature. Their educational aims and 
machinery. Their methods. The results of 
their system, morally and intellectually. 
Criticism of the Chinese educational ideas 
and methods, and lessons to he drawn for 
ourselves. 

XI. Following the same method we proceed to 
consider briefly the Education of the 
Ancient Egyptians. 

III. The Education oe the Hindus. 

IY. The Education of the Ancient Persians— its 
general aim and methods in connection with 
their life and character in so far as we have 
records. 

Y. History of Education among the Semitic Races 
of the Mesopotamia Basin. 
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VI. Education among the Hellenic Races:— 
This is to be treated in full detail. The 
educational views of Plato, Xenophon, 
Aristotle, and Plutarch in this connection. 

VII. Education among the Romans. Hellenic in¬ 
fluence ; Cato; Cicero de Oratore. 

VIII. Detailed analysis and exposition of the Institu¬ 
tions of Quintilian. 

IX. Survey of the History of Education from 
Quintilian to the time of the Reformation. 
Monastery and Cathedral Schools. Rise of 
Universities. 

X. The Renaissance and Humanism, as repre¬ 
sented by the literary and theological 
revival. Erasmus and Colet, Luther and 
Melanchthon. Rabelais and Montaigne. 
Roger Aseham, and John Sturm of Stras- 
burg. Mulcaster. 

[Jesuit Education .] 

XL Bacon and the Inductive study of Nature:— 
The rise of Realism and Utilitarianism in 
Education as opposed to Humanism and 
Culture. In connection with this, the advo¬ 
cacy of “ natural ” methods. 

XII. Analysis and exposition of the Baconians, 
Ratichius and Comenius. 
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XIII. Milton’s Educational views. 

XIV. Exposition of John Locke’s “Thoughts on 

Education,” and the relevant parts of the 
“Essay on the Conduct of the Under¬ 
standing.” 

XV. Eousseau, Basedow, and Campe. 

XVI. Exposition of Pestalozzi and his school. 

XVII. Jacotot. 

XVIII. Dr. Andrew Bell and Joseph Lancaster. 

XIX. Jean Paul Richter. 

XX. More recent opinion, as represented by Frobel, 
Diesterweg, Dr. Arnold, Herbert Spencer, 
and Professor Bain (contemporary Realism, 
so called). 




APPENDIX 


OK 

CERTAIN PHILOSOPHICAL QUESTIONS SUG¬ 
GESTED BY THE PRECEDING PAGES. 

A. —Psychological Basis. 

B. —Dualism, Materialism (Cerebration, etc.). 

G. —Briee Synthetic Statement. 

D. —Unity of Reason. 


May he omitted hy the Student of Education. 
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A .—PSYCHOLOGICAL BASIS. 

When I say in the text that the human mind is a one 
self-conscious entity, I am far from meaning that it is 
a mere x of departure for a series of phenomena. I 
mean that in man, as in all else, Being-universal in¬ 
dividuates itself. This is effected in man, not only as 
a specific form of organic Life, but, further, of a living 
consciousness (or potency of consciousness) of existences 
which are not itself; and this consciousness, as a self- 
consciousness, contains in it certain activities and ends 
for its own fulfilment as a being or entity. 

This individuated being or conscious entity is, I 
say, “ one ; ” it is not made up of parts any more than 
“ life ” in the plant or animal is made up of parts. 

Though the peculiar sensibility and activity which 
we call consciousness is specially allied with a specific 
part of body as its instrument, viz. the brain, it itself 
is not to be confounded with the physical conditions of 
its manifestation, any more than life in a plant is to 
be confounded with certain molecular movements in 
the matter of the plant. 

Mind and matter act and react on each other: they 
are mutually involved. But matter is not mind, and 
mind is not matter. I stand by this dualism. To 
attempt to localise mind is to materialise it. It is a 
diffused and interfused “somewhat,” whose character¬ 
istics we may feel and know; it is, as the schoolmen 
said, “ all in the whole and all in every part.”^ 

Through seZ/-consciousness I become more intimately 
aware of the mind-entity than I can ever be of 
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254 APPENDIX ON PHILOSOPHICAL QUESTIONS. 

matter. Matter presents itself to consciousness as 
ultimately reducible into Space plus Motion. The 
ultimate affirmation of the monistic materialist is that 
Space plus motion in certain complexities of relation 
is mind. This is manifestly a contradiction in terms, 
unless we first insinuate into matter what, by our own 
showing, is not in its concept or notion. [What has 
been called Mind-stuff is matter, so far as I can see.] 
Men become too much enamoured of inquiries into 
what they can see and weigh and measure. There is 
a kind of stability and certitude about such investiga¬ 
tions. True, they find in many of the objects which 
yield their secrets (so far) to physical inquiries, an 
alien and disturbing factor. Life, feeling, consciousness, 
rational activity, purpose, volition, are all admittedly 
there before them, as certainly as the sun and moon (to 
say the least). Can these facts of consciousness, as 
sensory and active, not be reduced to simple matter- 
terms ? If it were possible (which it is not until we 
alter our concept of matter), we should still feel and 
think and will, but we, i.e. that which feels and thinks 
and wills, and the feelings and thinkings and willings, 
would all alike be matter and its motions; and, thus, 
the morbid desire for a monistic view of experience 
would be gratified. If such phenomena were only 
matter and its motions, it is manifest that they would 
then be subject to the laws, and characterised by the 
behaviour, of matter. These laws are (speaking gener¬ 
ally) dynamical: stone and iron are knocked about by 
them, so to speak, without knowing why or whither; 
and “ minds ” would be in the same predicament, with 
this difference, that, to begin with, they, at first, think 
that they are not knocked about; but after being “ scien¬ 
tifically” instructed, they know that they are verily 
knoeked about. Matter, it would appear, has taken, at 
a certain stage of evolution, the disease of questioning 
itself and affirming that it is not matter, and even in¬ 
venting the word “mind.” It thinks it thinks; it 
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suffers in its most perfect evolution from illusions as to 
its own being: it even fancies it is an Ego that mils. 
I hope I do not state the case too crudely. 

It is admitted that the “ mind ” phenomena, even as 
simple states of consciousness, are different from the 
other known phenomena called matter. But this seems 
to present no difficulty to the “ scientific ” mind (I 
should say, complex of matter). Quantity plus quality 
plus motion, feel and think themselves ! The atom, as the 
ultimate of the physical, feels and thinks, or, at least, it 
can, after a certain evolution, feel and think; and, con¬ 
sequently, feeling and thinking must always be impli¬ 
citly in the atom itself. But it is always only matter: 
that is to say, it is always quantity plus motion, or, let 
us say, energy. We should then (accepting this view) 
have to say that man’s mind is a combination of 
matter and motion, such that it feels and thinks all less 
complex combinations, and also itself. Such a com¬ 
bination must, of course, have locality (for it must have 
all the conditions of matter), and thus we should have 
mind defined as a separate or individualised me material 
organic complex, with a certain relation of feeling and 
knowing to other atomic and organic combinations, 
which are like itself in all respects save in the manner of 
their combination. Can it be said that our presupposi¬ 
tion, that mind is a “ one feeling entity ” (not-matter), 
demands more from the “ scientific ” mind than such a 
conclusion does ? 

Accordingly, I feel that I have a good title to say 
that there is, within certain organic beings, a one, self¬ 
identical potency of consciousness with inner deter¬ 
minations, and a specific activity—an entity not matter 
nor caused by matter. Note, I say there is. It is or 
he’s; consequently, it is a being, i.e., entity. When I say 
" you are a conscious entity,” I merely say “ you are a 
conscious being: ” do you doubt it ? Why so coy ? When 
I say you are “ one,” do you really think you are two or 
twenty ? Any difficulty in the apprehension of a one 
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conscious entity arises from the illegitimate extension 
of the concept of matter into being and mind, even to 
the extent of asking, Where is mind localised? All 
such questions can be met by another, Where is the 
“life” of a plant localised—the principium vitce, as 
it used to be called? Did you ever see it? There 
is, assuredly, such a phenomenal difference between a 
stone and a tree, that you find yourself in presence 
of a new fact—life. You can trace the material con¬ 
ditions of life; but what about life itself ? So also a 
new fact is presented to you in the phenomenon, a 
conscious subject, which fact we call mind. Where 
is this metaphysical fiction (as some would call it)? 
Precisely where the life-fiction is. Again, the most 
intimate of all consciousnesses is Being. Can you make 
an image of it ? And yet, Does Being not be ? If not, 
then what be’s ? The prime condition of philosophical 
capacity is, it seems to me, annihilation of the ma¬ 
terial imagination, except for illustrative purposes. 

Further, the conscious one entity we call the human 
mind is not only a self-identity, but a permanent self- 
identity or self-sameness—two questions constantly 
confounded. Were there only a single flash of 
consciousness, and then darkness and the inane, the 
moment of that flash would be a moment of self- 
identity. This self-sameness remains through all the 
experiences of a mind. I do not understand that this 
consciousness of the permanent sameness of the Sub¬ 
ject (whatever the subject may be or not be) is 
questioned in these days. Fresh attempts are, doubt¬ 
less, made to explain it—attempts which, I believe, 
will be for ever hopeless. The mind of a man is 
“ for-itself,” not by any sudden freak or saltus of 
nature, but just as every atom and every organic 
thing is “ for-itself.” Its peculiarity is that it is mind, 
that is to say, a potency of receiving and reflecting the 
rest of the world, first as a feeling -synthesis or collo¬ 
cation (synopsis), and, thereafter, as a rational or self- 
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regulated synthesis,—containing certain determinations 
within itself which constitute it as a complex one. 

The most recent attempt to explain the permanent 
identity of the conscious entity is that of Professor 
James. Unfortunately his argument is involved in 
some confusion, because of his confining himself to 
s6Z/-consciousness, so that the term used by him for 
manifestation of mind is “ thought.” This complicates 
things. Hume, in using “ ideas,” used a better, because 
more generic, word. Professor James regards the life 
of consciousness under the metaphor of a “stream.” 
The mind is composed of a, &, c, d } etc., in succession, or 
collected. If this were all there could be no identity, 
much less permanent identity, as Professor James sees 
clearly enough. But he says: when there is a conscious¬ 
ness of the presentation a , there is with it a conscious¬ 
ness of the Ego (which I would prefer to call in this 
connection the “conscious subject”). Consequently, 
he does not redargue Hume, but simply affirms self- 
identity in this form. No one, I imagine, will care to 
question Professor James’s way of putting the bare fact 
of self-identity in each successive consciousness. But 
this conscious subject has next to be carried on from one 
consciousness to another, as always a permanent same 
subject in the midst of incessant change, and it is here 
that Professor James contributes a view of his own. 

The successive consciousnesses 6, c } d 3 etc., also contain 
ego or conscious subject just as a did, and we are 
aware of ego in Z>, c, d as the same subject. which 
appeared in a } because a passes on itself with its implicit 
conscious subject to 6, and c, and d, which, one after the 
other, inherit'a as well as its other predecessors; and so 
make up a stream which is a continuous stream. There 
are two things to be considered here : there is a y the 
“state” of consciousness, and there is the “subject.” 
Let us separate them. The state l inherits and appro¬ 
priates the state a , and consequently has memory of it. 
How is this possible ? As a graphic way of talking, 

R 
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there can be ho objection to this inheritance and 
a PP ro P r i a ti° n ; but it affords no explanation. The 
state b, as such, can have no possible connection with 
the state a other than that of atomistic succession, I 
cannot pass on a to b in such a way to constitute ab 
by simply drawing up a will in Vs favour. There is 
no bridging of the bottomless gulf, the infinite inane, 
between a and b which would make the memory of 
a possible. The “ common sense ” position that the 
same one subject receives, holds, and synthesises the 
experiences a, b, c, d, etc., is certainly an explanation; 
James’s inheritance and appropriation of a by 5, etc., is 
simply a figurative way of talking. 

This is not all, however; for in b there is “conscious 
subject” just as there was in a , according to James. 
How, now, do I feel it to be the same conscious subject 
as was in a ? Thus: a has executed a will, so to speak, 
in favour of b, and made b sole legatee of all his worldly 
goods, including, consequently, the “ conscious subject ” 
in a which possesses these goods. Where, I would ask, 
does the consciousness of continuity come in—the con¬ 
tinuity of subject in a with subject in 6, c, d, etc. ? It 
is not in a , and it is not in b as such, as I have shown: 
does it lie between a and b then ? It passes on, says 
James, from a to &. Is this not simply another way of 
saying that what was in a continues in b —the common 
doctrine ? Why, then, all this pother ? Must we be 
“ scientific ” at all hazards ? If there is any true interval 
between a and 6, it certainly is a chasm deep enough 
to engulf all knowledge, and the doubt would for ever 
remain, whether the process whereby the dying a 
bequeathed his possessions to b (including in these 
possessions the ego which possessed a!) would hold good 
in the courts, and be held to be an effective transference. 
The ego in b might, after all, be an illegitimate de¬ 
scendant of the ego in a . The father of the bastard 
might be—who or what ? If, on the other hand, the 
ego or subject in a hands itself on without break , 
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what is this but the perduring continuity of ego or 
subject, as “ common sense ” holds it ? This “ stream ” of 
consciousness should rather be called a corduroy road. 

James either grants the continuum, and his argu¬ 
ment is mere ingenious metaphor; superfluous as it is 
unsound even as a metaphor, for it may mislead the 
unwary. It seems to induce him even to dispense with a 
“ thinker ” in the interests of “ thought/’ just as America 
might be said to have been discovered without a dis¬ 
coverer. Under the influence of this point of view, he 
seems to regard the “ state ” a as playing the chief rdle, 
and as handing on the subject or ego as in it. Why 
should it not be the other way round if there is to be 
handing on at all ? Why should not the subject or ego 
in a hand on itfself. with a on its shoulders. Or is it a 
that generates the ego? I presume Professor James 
prefers a as the chief actor in the drama, because he 
wishes to escape from that fearful thing a metaphysical 
entity. Is he not here making friends with the 
mammon of unrighteousness — the physical inves¬ 
tigator who cannot apprehend an entity which has 
not a shape at least as solid as a vortex ring? 
Certainly a metaphysical entity is a ghost. But why 
this superstitious dread of ghosts in so illuminated an 
age—the age of spooks ? And does he not see that all 
that metaphysicians mean by entity is conceded when 
he admits “ I ” ? Hume knew better what he was about 
than to admit so much. 

I shall conclude by quoting, from the sober philo¬ 
sopher of Common Sense, a sentence which expresses 
a “ scientific ” phenomenal truth of more certitude than 
the existence of the sun as an objective reality: “I am 
not thought, I am not action, I am not feeling; I am 
something ‘ that thinks and acts and feels/ The self or 
I is permanent, and has the same relation to all the 
succeeding thoughts, acts, and feelings which I call 
mine .” 1 


1 Reid's Intell. Powers , iv. 
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In fine, there is an interplay between the physical and 
metaphysical in man and his brain. Consciousness 
affects and effects physical conditions, and vice versa f 
But if consciousness be not the physical, nor a product 
of the physical, then mind may correctly be called an 
entity and. identity in whatever way it may be im¬ 
plicated in the physical, whether, by pre-established 
parallelism (concomitance) or by a double action and 
reaction. In short, my Ego is not my body, though 
Ego' and body are mutually conditioned and condi¬ 
tioning. 

Let me add: 

I hold it for true, that if man be not a one self¬ 
identical conscious entity, having within it certain 
capacities, desires emotions, and faculties (which it is 
the business of psychology to explain), in the fulfilment 
and harmonious regulation of which the Ego finds the 
purpose of its existence, there is not even “ matter ” for 
Ethics, much less Ethics. The only alternative seems 
to me to be that man is simply a cunningly devised 
material organism of a peculiarly sagacious kind, living 
for the conservation of itself and the species to which 
it belongs: Appetite, more or less disguised, sums him 
up; and spiritual ideas and ideals are only painted 
fictions which colour, while they conceal, gross material 
aims. 



B. —DUALISM, THE UNCONSCIOUS, 

AND CEKEBKATION. 

Geant the dualism of Mind and Matter, with their 
mutual implications, it follows, from what we know 
of the former by personal experience, that we must 
posit mind as the jorius , and matter as its vehicle or 
expression. 

The two being in combination, must act and react 
on each other: if a molecular change is produced in 
the cerebrum, it must affect mind; and if mind, when 
it has once emerged, works out its own activities by 
means of nerve, these mind-originated activities, again, 
must make their record in the cerebrum. This being so, 
we should not be surprised to learn that a change might 
be made in the cerebrum by an outer or inner stimulus 
which did not then and there emerge as a conscious¬ 
ness, because consciousness as a one whole was too busy 
with some other occupation to admit of the nerve- 
stimulus fulfilling itself in mind. But if the scar (so 
to call it) in the nerve-tissue remains ., there is no 
reason why it should not take other opportunities of 
forcing itself to the front when the original stimulus 
had spent itself and was withdrawn. If it be, as we 
opine, then we should have mere dynamical cerebra¬ 
tion, which can be arrested at the threshold of con¬ 
sciousness and stand there waiting for an open door. 
This would be “ unconscious cerebration,” and can be 
conceived as going on ceaselessly in our brains as a 
merely dynamical process. But if any one asks 
us to believe in “ unconscious consciousness ” we 



262 APPENDIX ON PHILOSOPHICAL QUESTIONS. 


decline, just as we should decline believing in “Yes 
No.” 

Accept, however, two planes of mind—the conscious 
(animal) and the self-conscious (man), and we can 
readily admit that much may be in a man’s conscious¬ 
ness of which he is not at all seZ/-eonseious; that is to 
say, self-consciousness (which also has its degrees like 
everything else) is at so low a potency (e.g. in reverie) 
that we may call such experiences unself-conscious 
consciousness, or rather sub-self-consciousness. In 
fact, is not the greater part of each man’s mental life 
of this sub-self-conscious kind? Is it desirable that 
we should be for ever sifting out and binding down our 
vague experiences and interrupting the beneficent inflow 
of gracious nature ? Knowledge may be too much with 
us. “ The time of life is short; ” better to live at once, 
then, than to spend all our time in learning what life 
may be, and how to live. 

In the conscious or attuitional stage the nerve- 
dynamical (cerebration) and the mind-dynamical would 
seem to be in counterpoise; in the self-conscious stage 
the tables are turned by the emergence of Will; and 
while the nerve-dynamical and the mind-dynamical 
still, of course, remain inter-active, they are now over¬ 
powered and regulated by the Ego as self-conscious 
subject, which Ego has itself been effected by the free 
functioning of the new phenomenon—Will—determin¬ 
ing all to ends and to law. 

It does not follow from this that mind ever operates, 
even in its highest self-conscious activities, independ¬ 
ently of a physical vehicle, and, therefore, of physical 
conditions. The world seems to be constructed on this 
plan—Mind using matter and at the same time being 
restricted by matter. Tins is Dualism. 

When, however, we accept the involvement of every 
state of consciousness with brain (as of all mind with 
all matter in the universe), we are not therefore com- 
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mitted to a theory that every state of consciousness 
even in an animal, is produced by an antecedent mole¬ 
cular movement of matter. That such molecular move¬ 
ment gives rise to states of consciousness is patent 
enough; but } vice versa , we may hold that states of 
consciousness are the antecedent causes of certain mole¬ 
cular movements of brain. . When a fox sees or smells 
a hound, a consciousness of a certain specific kind is 
set up in him by means of certain physical processes, 
and the running to cover for concealment is also effected 
through certain physical processes; but the latter were set 
in operation by the consciousness of fear. When we come 
to Man giving external effect after deliberation to a 
formed purpose under the domination of an idea, we 
have a series of movements or processes each one of 
which may be admitted to involve physical or molecular 
nerve-movement or disturbance; but the successive 
units of the process, viz. consciousness, and purpose, 
and will are not caused by these molecular movements. 
It is not denied that when any particular conscious¬ 
ness arises, it involves the nerve-tissue; and it may 
further be admitted, I think, that the molecular move¬ 
ments in the cells have a purely material relation to 
past activities in other cells and revive these activities, 
thus forcing a fresh consciousness on us to which we 
assign its proper place in the complex which constitutes 
mental life and action. But, I repeat, it does not at 
all follow that a consciousness as such does not also 
antecede a molecular movement and set it up, and also 
give rise by association or otherwise to other conscious¬ 
nesses as such . 

If the Dualistic conception is incorrect, then Mind is 
nothing real; it is at best a mere glow on the surface 
of the material organism suffering a series of necessary 
mechanical movements: these mechanical movements 
constitute the sole reality. This position seems to me 
to be so unscientific in the face of the actual phenomena, 
as to be scarcely worth arguing against. If it were 
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true, every conscious thing would find its apotheosis in 
being a stone in order that the purely mechanical, being 
in that event undisturbed by the intrusion of conscious¬ 
ness, the conscious thing might be safely and finally put 
to sleep, and rid of all illusions. 

The whole question lies deeper down, and the mind 
of man is only a single “ case.” Does matter (which is 
only space plus motion) think itself, and produce the 
illusion of its antithesis, mind ? In the cosmic whole 
is Mind, Thought, Reason, first or second ? I do not 
mean first or second in time; for we have present to 
us matter and mind in a synthesis from the first, and 
always. But, given the dualism of the synthesis, is Mind 
logically and necessarily the prius of Space plus motion, 
or is it the other way about ? If matter be first in the 
scheme of things, then not only is it first in what is 
called the human mind, but mind itself is non¬ 
existent, save as a series of matter-negating pheno¬ 
mena following in the wake of a fatalistic series of 
matter-phenomena. From beginning to end all things 
and minds are merely dynamical and automatic; and 
the term “ mind ” demands a new definition. 

JP.S .—“ Impassions ”—There are some who object to 
the use of the words “ impressions ” and “ reflexive ” in 
connection with the conscious subject as such; but 
these words, like all words used to denote spiritual 
facts, are figurative. We are told also that a reflexive 
activity in response to impressions must impart to these 
impressions or recepts the “nature” of the reacting 
subject, and that even to this extent that they are 
constituted by the reacting subject. Which amounts 
ultimately to this, that certain pin-pricks, coming 
from Heaven alone knows where, give to the subject 
an impulse reflexively to create the object. At the 
same time it would not be denied that these pin-pricks 
give the cue to the subject, and so tell it when it is to 
constitute a cabbage and when a dog. This ultra- 
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Kantism is to be justified, it "would seem, by the fact 
that all our knowledge of the external of sense goes on 
“ within the skull 99 ! It does not seem to occur to these 
writers that the consciousness of hunger and thirst, 
of love and hate, of the beautiful, and of the right and 
the wrong, also all go on “within the skull”; and 
consequently all things we feel and desire and think 
and know must be constituted by the nature of the 
reacting subject. The argument, with many at least, 
rests on the vast number of physical processes that go 
on in the brain before we can be conscious of anything, 
as if the external “somewhat” could not tell its true 
tale to the subject because of this intervention! It 
would then follow that the reader of this sentence 
could not by possibility receive what it truly contained 
as it left me. Before it reaches the page there is an 
infinite series of physical processes; it has then to be 
printed and be locked in the arms of a further series of 
physical laws and processes before the reader begins to 
be the theatre of another infinite series which result 
in—What ?—constituting a meaning for himself which 
is not my meaning. 

Perhaps it is unnecessary to continue the considera¬ 
tion of this subject; but I would put this question to 
these writers, Does it not occur to you that these 
physical and physiological processes (brain and all) 
must themselves, when you come to be aware of them, 
also be, on your own showing, constituted by the reacting 
subject ? If so, is it not just possible that the resultant 
consciousness is a true reflex of the pin-pricks (for you 
begin with a pin-pricking outer), inasmuch as the 
subject constitutes for itself all the processes as well 
as their resultant, and so probably knows what it is 
about ? The universe after all may be found not to be 
an infinite chaos of potential pin-pricks, or, to put 
it otherwise, a confused jelly poured into tin moulds 
called minds. 



C .—BRIEF SYNTHETIC STATEMENT. 


Mind-universal externalises itself as matter—the (to 
ns) phenomena of recipience generally. This, however 
would, if it went no farther, be an inadequate expres¬ 
sion of Mind-universal. For Mind would have still to 
externalise itself as life and finally as finite minds? 
always, however, under conditions of externalisation, 
and, therefore, necessarily materialised, i,e. in Space, 
Motion, and Time, which are the fundamental forms 
of all externalisation—which, in short, is what exter¬ 
nalisation means. 

All is by infinitely small degrees; and, accordingly, 
to fix definitely the point at which any manifestation of 
the Universal differentiates itself into another is for ever 
impossible; and this by the very nature of sense and of 
the act of finite reason, as I have shown elsewhere. None 
the less is each thing (or movement, if you please so to 
call it) different from another—that which precedes from 
that which follows. It is only at a certain stage, that is 
to say, after a certain accumulation of subtle and silent 
differences, that finite mind, under conditions of space 
and time, can become aware of distinct and differentiated 
presentations. These are then and there received as 
complex totals in their complex totality , as "things.” 
An egg is an egg and a chicken is a chicken, but at 
every stage of the process from egg to chicken there 
is a “thing” self-identical—a total complex in the 
universe of things. 

It will be said that if all is mind-universal exter¬ 
nalising itself, the very primordial atom contains mind, 
—is mind. And it is so. It is monad, not atom. By 
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which I do not mean that mind is attached to atom, 
but that the being and the determination of the 
material externalisation is mind dwelling in and with 
the atom, as it dwells in and with the universe. The 
dynamical, however, at this stage of the cosmic syn¬ 
thesis, and for long, seems to play the leading rdle (how 
we know not) until we reach the thing called conscious 
entity, where there is an equal reciprocation; and this 
reciprocity becomes, at the moment of the emergence 
of Will and self-consciousness, supremacy over the 
matter-form. 

Difficult as it is to affirm the point of differentiation, 
we may yet venture to say that the moment at which 
a materialised thing feds is also the moment of 
primordial mind as a specific mind entity. 

From mere vague feeling, which is a state of indiffer¬ 
ence in which subject and object are lost in each other, 
the individual mind rises to sensation in which subject 
and object, i.e. the feeling-thing and that which stimu¬ 
lates feeling in the thing, are separated, and the object 
refiexly placed outside. There is now repeated in the 
individual as a consciousness the duality which already 
constitutes the universe. What follows in. the evolution 
of finite mind is sufficiently indicated in the preceding 
book. 

Just as Sense finds the a posteriori categories in 
mere reflex sensation, so Reason finds ah a priori 
categories in and through its own pure activity: the 
two together constitute the universe for the subject- 
self. 

Matter can have no reality by itself: its reality is 
Mind, the sole Substance. And yet it is externality. 
If we part from this Dualism, we are driven into the 
arms of Monism—materialistic or spiritualistic. The 
rose of Monism smells sweeter under the latter name; 
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“but that is all. If All is Mind, then the dynamics of 
what we call “ matter ” and the dynamics of cerebra¬ 
tion are the dynamics of Mind, and not merely of the 
externalised expression or vehicle of Mind; for there 
is no externalised expression—no matter. If matter, 
again, is Mind, and all is Matter, then this is simply to 
say that Mind is matter. There is nothing to choose 
between the two positions. 

In reply to the dnalistie position that the universal 
object exists so, that is to say, as beent and. inreasoned 
matter, because we necessarily take it up so in sense 
and reason,' it may be said .that it may not after all 
be so. To which the rejoinder is, How else,* since that 
is how, we know it ?, We cannot know it otherwise. 
It is as futile to suggest that it is not so as to raise 
the question whether the thing I call a poker be not 
truly after all a cat. To use knowledge as a knife to 
cut the throat of knowledge is a kind of suicide by 
anticipation, a self-contradiction, which cannot effect 
itself. To say that we do not and cannot know save in 
part, is, on the other hand, tenable and true; but this 
does not affect the validity of what we do know. But 
we must make sure that this last is in very truth know¬ 
ledge. 



XL—UNITY OF SEASON. 


When the conscious subject functions Will for purposes 
of knowledge and consequent conduct, it asks of the 
thing before it, and of all things in their relations, what 
they precisely are. The.answer must ultimately be the 
purified record of the sensate plus the satisfaction of the 
dialectic form of the reason-movement in its specific 
reference to that sensate. It is this end towards 
which Will-reason is always striving; and to accom¬ 
plish it, it has to take successive steps. It stands 
face to face with a synthesis given, and it has to under¬ 
stand that synthesis, to categorise it: and then only does 
it fulfil its purpose, which is knowledge. The rudi¬ 
mentary act of Percipienee contains in itself the mode 
of procedure, for it is a separating of a one complex 
from other complexes, and synthesising it with the 
conscious subject. This process of taking things, and 
then the elements of things, apart, and then syn¬ 
thesising them, thus converting sense - synthesis or 
synopsis into rational synthesis, is always going on. 
We can imagine a rational being so endowed as to 
analyse and synthesise in a single flash of intuition; 
but if it did so, it would still have to go through the 
necessary steps (with whatever celerity) whereby the 
rational synthesis was attained. These steps are all con¬ 
tained in the final complex act, which alone is true 
knowing; but when we separate this final complex act 
into its constituents, the logical order of these steps 
becomes also a time-order; because all is in Time. -As 
separated we call them Attuition, Discrimination, Per- 
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caption. Comparison, Conception of the individual 
General Conception, Reasoned or Causal ground; and 
these movements; with their auxiliary conditions in 
sense, e.g. Imagination, Memory, and Association, con¬ 
stitute the substance of Rational Psychology. But the 
various steps are all elements in or moments of the 
final complex act of Reason in knowing: Reason or the 
rational act is to be regarded as a One in many moments. 

Not only is the unity of Reason, as a one Will- 
movement in many moments towards an end, thus 
vindicated, but it is seen that the idea and the ideal them¬ 
selves emerge out of reason as so conceived. What we 
have to render an account of are complexes, and finally 
the one total complex, the universe of things. Will 
being, by virtue of its essential nature a free activity, is 
for ever restless and for ever pushing on, even to the 
transcending of the limits of Time and Space. It is 
the total individual thing which it has to explain in 
its whole notion, and also in the idea within the notion, 
this idea being the true differentiation of the thing— 
at once its essence, cause, and rsXog relatively to itself. 
It thus insists on pushing on till it grasps this true 
isness of the thing, to which, however, it can never 
attain even in a physical sense; and which, if attained, 
would still leave for our solution the true “ isness” of 
that ultimate physical “ isness.” This true “ isness ” is 
the idea and the “ one ” which explains the parts. The 
ideal , again, as distinguished from the idea, is of the 
complex; it is the perfected complex: and it is Will, 
as a necessary pursuer of ends, which makes the ideal 
(no less than the idea) a possible fact of consciousness, 
both in the sphere of knowledge, of ethics, of aesthetics, 
and of education. 

It would be out of place to prosecute this subject 
further here. All I wish to do is to emphasise the unity 
of Reason and the Reason-movement as that is brought 
to light by regarding Will as root of reason and nerve 
of reason from first to last; the various steps in the pro- 
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cess which psychology lays bare being only the logical 
moments of a one act, though presenting themselves to 
us in a time-order, because we exist in’ Time. 

Further, the reason act is not only a one act in several 
moments according to a certain logical order, but in 
each separate moment the whole reason -form is 
present, and is repeating itself. In Percipience I 
discriminate and isolate a, and synthesise it with 
itself in consciousness; in Concipience I isolate 
the parts in the conceived thing, and synthesise 
them as a one thing (in many); in the general con¬ 
cept I isolate like characters in a plurality of objects, 
and synthesise them in a one rational thing or entity; 
and this process is also the process of inductive reason¬ 
ing (many in one). In deductive reasoning, again, as 
when I say, "That beast is ferocious; because it is a 
tiger; and all tigers are ferocious,” I have isolated 
the beast before me from other objects, and synthe¬ 
sised it with the general concept “ tiger,” and all that 
is implicit in “ tiger.” In affirming the cause of an 
effect, I isolate particular antecedent and sequent, and 
synthesise them in a causal unity: the one always 
contains the other. The simple act of percipience of 
the single, with which we began, becomes, it is true, 
more complex as experience presses plurality more and 
more upon me and demands rationalisation; but that is 
all. Thus the central Will, whose " end ” is the causal 
rationalisation of all experience as an ultimate one in 
many and many in one, behaves itself always in the 
same way. Each step is rationally grounded, from the 
dialectic process in simple percipience upwards; and 
each step is also a synthesis or judgment. [Judgment 
and thought-affirmation are the same: the judgment- 
form exists only when articulated into subject and pre¬ 
dicate : when expressed in words it is a proposition.] 
Even the Attuit in the animal mind is, as being a 
resultant synopsis , an anticipation of judgment—a judg¬ 
ment within the domain of Sensation pure and simple, 
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which, with the advent of Eeason, is transformed into a 
synthesis, 

If we wish to generalise in one word the way or 
form of the reason-movement, it is to be. called the 
Analytico-synthetic way—the search for. identity in 
difference. The ultimate result is that Will-reason, m 
its necessary dialectic, insists on grasping. the cosmic 
whole of identity in .difference as a synthesis of Pheno¬ 
menon and primal perduring One Eeason, \ 

As a system of Eeason, however, the world is outside, 
and remote from, mere feeling in the individual subject, 
even in its highest attuitional form. It is only whe n 
the conscious or feeling subj'ect evolves itself as Will 
moving as a dialectic process, that it becomes aware 
of the uni verse as a reasoned system. That reasoned 
system, or system of reason, is outside there all the 
while; but until I have reason, how can I see the reason 
in it? It is not my reason that reveals the reason of 
the universe to that universe; the function of my reason 
is to make explicit the reason in the universe of sensa¬ 
tion to me, a self-conscious subject. Prior to the emer¬ 
gence of reason in Man, the universal Eeason is there 
m things and in man’s sensation of things. The man 
born blind cannot see light; the conscious subject, 
cannot see Eeason-universal until it grows within itself 
the eye of reason. And when it grows, it does not say, 
“Light is there because,I have an eye,” but. rather, I 
having an eye can now S66 the light which, all the 
while was there.” I cannot, as a matter of fact, liKiow 
the universe except as a reasoned system; the seeming 
chaos of sensation, from the initial to the final act of 
the self-conscious subject, is necessarily gripped as a 
reasoned world. Finite reason itself might be briefly 
defined as a conscious being freely moving to the reduc¬ 
tion of all to itself in the form of. Causality; which is 
the Form of the initial act of Percipience—the last act 
of completed knowledge. 
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NOTICES OF FIRST EDITION 

“ I congratulate you very sincerely on the production of this remarkable little 
book. Its results are among the best in philosophy; at the same time that your 
deduction of them from the simple act of percipience is at once original and 
happy.”—From Dr. Hutchison Stirling. 

“ The book is. an analysis of Perception independently undertaken, but with 
full knowledge of, and reference to, the Kantian investigation. . . . The whole is 
worked out with much sureness of touch and with real philosophical insight. The 
author's knowledge and use of German thought is flavoured by a certain sturdy 
Scotch independence as well as by an infusion of Scotch caution. . . . The book 
makes the impression of having been written by one who has held himself at some 
distance from the philosophical schools, and who has embodied in his work the 
results of his mature thought. . . . Relativity (with the author) is something quite 
different from Relatedness. . . . What is said by the author is said with admirable 
clearness.”—From Mind, October 1884. 

. As a connected reasoned body of doctrines, the explanation offered by 
‘Scotus Novanticus 1 constitutes a new philosophical theory. . . . By the help of 
this versatile will-force, the writer endeavours to solve the great problems of 
philosophy. ... If the reasonings and conclusions are not always satisfactory, the 
book will still be interesting to the readers of philosophy on account of the light 
it throws on several important points of speculative inquiry, and also for the 
thoroughness with which the doctrines are developed and carried out.”—From 
The Scotsman. 

“The anonymous work Metaphysial Nova et Vetusta, by ‘Scotus Novanticus,’ 
well deserves the careful attention of all who can appreciate a sustained piece of 
reasoning. . . . The book displays much maturity of thought throughout, and the 
author, whoever he is, possesses a complete grasp of philosophical distinctions. . , . 
Though he works out his theory forcibly in his own way, he has evidently been 
largely influenced by Kant and the post-Kantian Idealists, particularly, perhaps 
by Fichte. ... It may be described as a succinct but comprehensive sketch of a 
metaphysical psychology.”—From The Contemporary Review. 

“ ... In the instance before us, while the subject handled is a large one, the 
treatment it receives (notwithstanding the brevity of the book) is wonderfully full. 

‘ Scotus Novanticus* wastes none of his space in rhetorical verbiage nor in wordy 
excursions into the picturesque fields adjoining his subject proper, but confines 
himself strictly to the province within which it lies. His style is terse yet lucid, 
and his book, though hard reading, as it is almost bound to be from its nature as 
from its succinctness, never fails to be interesting. ... In this little work the 
anonymous author attempts nothing less than to trace the genesis and history of 
our knowledge—our knowledge of the outer world as well as of the workings of 
mind itself. ... It would be impossible for us here to give anything like a full 
and explicit account of the contribution which is here offered. * Scotus Novanticus ’ 
wastes no words, and his treatise reads like a mathematical demonstration.... The 
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woric will well repay a careful study, and is a valuable contribution to the subject 
with which, it deals. We heartily commend it to students of philosophy, whether 
they be materialists or not.”—Fro m The Scottish (Quarterly) Review. 

“The categories or dialectic percepts which Professor Laurie brings forward stand 
very well on their own basis; they are shown in a powerful argument to be the 
underlying presupposition of our ordinary perception of phenomena ... a search¬ 
ing and original analysis.”—From The Scots (now National) Observer. 

While, as we shall afterwards point out, we consider this work a failure as an 
argument for Dualism, we cannot help congratulating the author on the production 
of a work so distinguished by subtle analysis and philosophic power. . . . We say 
his Dualism is illogical, because in no work have we seen the activities of the mind 
more clearly exhibited or their necessity for the constitution of knowledge more 
convmcingiy argued. More than this, he has freed himself from the paralogisms 
which strangled Kant when dealing with such notions as Being, Causality, and the 
Absolute. ... It only remains to add that the style is clear, terse, and vigorous.” 
—From The Glasgow Herald. 

“This is the work of a powerful and original thinker.”—From The Modern 
Review, October 1884. 

U ‘ * ' Profe ss o r Laurie’s ingenious and original little book. . . . Comprehensive 
treatise . . . it abounds in admirable expositions and acute criticisms: and 
especially indicates a clear insight, founded upon accurate knowledge, into the 
insufficiency of the empirical psychology as a base of metaphysical philosophy.”— 
From a Study of Religion, by Dr, James Martineau, 1888. 

“ Bile (Metaph. N. et F.) a attire 1’attention spdciale des critiques par la finesse 
des analyses, la profondeur des deductions et la rigueur, un peu tendue, de la 
methode dialectique . . . livre de haute valour.”—From La Revue Philosophique. 


NOTICE OF SECOND EDITION. 

“ . . . The categories, or ‘dialectic percepts/ which Professor Laurie brings 
forward, stand very well upon their own basis; they are shown in a powerful 
argument to he the underlying presupposition of our ordinary perception of 
phenomena. The world of nature, it is argued, is the phenomenalising or par¬ 
ticularising of ‘ Absolute-infinite Causal Being/ and in individual thinkers or wills 
this Being has passed to a knowledge of itself. It will be seen from this that the 
Dualism’ of which ‘Scotus Novanticus’ speaks in his title-page is something 
considerably different from the traditional Dualism of the Scottish philosophy. It 
is much nearer what is vaguely spoken of as Hegelianism. While strongly em¬ 
phasising the fact of ‘a veritable dualism/ and one which is irreducible for human 
knowledge, he expressly warns us that ‘the outer Is not merely an x negativing tny 
self-consciousness, but, on the contrary, it is reason externalised/ Hence the 
fundamental categories mentioned above are not as it were oxtmncously suporadded 
by the mind in the process of knowing things. The mind ‘ merely rediscovers 
them, so to speak/ and transmutes them out of the sensible into the rational. 
Professor Laurie admits, for example, that a feeling of Being Is given to the 
attuitive consciousness. We do not merely have successive Impressions, as Hume 
said; we feel them as real, as being. This feeling It is which is afterwards taken 
up by the Reason or Will and constituted the fundamental category of knowledge. 
What is thus admitted of Being the author seems disposed in his instructive 
chapter on the ‘Parallelism of Sense and Reason' to extend to all the it priori 
categories. But enough has been said to indicate the suggestive character of this 
searching and original analysis, Even those who fail to see eye to eye with the 
author in his main thesis will find much to reward them in the incidental psychology 
and metaphysics of which his book is full.”—From The National Obmver . 
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ETHICA; or, The Ethics 'of Reason. By 

Sootus Novanticus, Author of ‘ * Metaphysica Nova et Vetusta.” 


NOTICES OF FIRST EDITION 

“ About twelve months ago the author of this volume published a work entitled 
Metaphysica Nova et Vetusta: a Return to Dualism , in which, he advanced a 
notable theory regarding the origin and nature of human knowledge. . . . 

“ In the Ethics of Reason the direct influence of Kant and Hegel is especially 
evident; still these old elements of doctrine, as well as the terminology, are here 
used in an independent way by a writer who elaborates a theory marked by 
distinctive features. . . . 

“ To understand fully the doctrines thus propounded by * Scotus Novanticus,’ 
his reasonings must be studied in his own expositions, and as he has reasoned them 
out and connected the different parts into a system. All we can say is that the 
various branches of the subject are unfolded with ability and ample knowledge of 
existing moral theories. . . . 

“ The work is the production of an original and profound thinker who is well 
aware of the difficulties of his thesis. The argument is managed with skill and 
dialectic power. The treatise is well entitled to the attention of students of 
philosophy.”—From The Scotsman. 

“The EtMca repeats the characteristics of the Metaphysica, and is an equally 
noteworthy contribution to the determination of ultimate philosophical positions. 
The book is not controversial in character, and is as sparing as its predecessor in 
the specific allusions to other writers; but we are able to feel that the abstention 
is advised, and that the author’s theory has been elaborated in full view of modem 
discussions. As he proceeds on his own way, doctrines receive their correction, 
amplification, or quietus , though their authors are not referred to. . . . 

“Enough has perhaps been said to prove that the argument deserves to be 
studied by all who aim at clear thinking on ethical questions.”—From Mind , 
October 1885. 

“As we expected, the acute and logical author of Metaphysica Nova et Vetusta 
has followed up that work with another, in which his leading principles are applied 
in the field of ethics. Here, as in his former work, he is very close and cogent, 
scorning to allow himself any of the easy and rhetorical illustrations with which 
some writers in philosophy are prone to make up their chapters. Whatever may 
be said of his ideas, his style, it will be admitted, is one that is to be commended, 
alike for its directness, simplicity, and serviceableness. We have read the book 
with an increasing conviction of the author’s originality and power, and of the 
benefit that his books may confer, even in this regard, on philosophical students. 
So carefully is his main argument drawn out that we cannot find space to outline 
it here, but must content ourselves with indicating one or two of his salient 
positions. . . . 

“ The author’s application of his principles to the development of the Altruistic 
Emotions, to Law and Justice, is admirably consistent and suggestive ; though, of 
course, in the process he has to deal somewhat severely with the definitions of the 
moral sense, the moral faculty, and conscience, which have been given by not a 
few writers on philosophy, ethics, and theology. Many of Kant’s positions are 
incisively criticised, and lacunae,, as the author conceives, supplied. As a criticism 
of ethical systems, no less than as a piece of dialectic, and a positive contribution 
to ethical science, it is suggestive and thorough. We can cordially commend the 
book. It will raise questions, no doubt, and answers will be forthcoming on various 
points; but the questioners would do well to take a hint from the author in the 
style of answering them.”—From The British Quarterly Review. 
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"'Instead of the psychological method of inquiry formerly so much in fashion 
in the treatment of ethics, we have here a method which is transcendental in 
character. . . . 

“ Here, as indeed throughout the volume,‘ Scotus Novanticus ’ shows how ably 
he can conduct a process of reasoning throughout its various stages, avoiding every 
temptation to depart from the definite line of argument which he has marked out 
for himself. . . . 

“ This is an exceedingly able work. It contains much forcible writing, and shows 
the author to possess a singular power of sustained thought. We admire the way 
in which he keeps himself free from entanglement in view of side issues, and at the 
same time is able to indicate their bearings on the main theme. For the expression 
of abstract thinking the style could hardly be better. It is direct, and hence 
forcible, and, though using the language of philosophy, is free from unnecessary 
technicalities."—From The Glasgow Herald, April 10,1885. 

“ The author’s mode of working out his thought may seem to symbolise his 
ethical theory itself. The sense of effort that is a part of all moral action ends, as 
he shows, in a sense of harmony. Now ‘Scotus Novanticus’ requires from his 
readers a distinct intellectual effort in order to grasp his thought; but if they are 
willing to make this effort, they are really rewarded by having in their minds an 
idea of a coherent system which has many .features of originality, and which, 
regarded as a whole, produces (whether we agree with it or not) that sense of 
power to contemplate the world and action from a general point of view which is 
characteristic of the philosophic attitude as distinguished from the attitude of 
science and common sense.”—From The Westminster Review. 

u This volume is characterised, we need hardly say, by all the excellent qualities 
that distinguished our author’s previous work. . . . ‘Scotus Novanticus’ is a 
skilful and patient analyst of the phenomena of mind, and writes in a style that 
conveys very clearly what he wishes to express. It is a case of clear thought 
mirroring itself in clear language. ... We remarked in regard to his Meta- 
physica that it read like a mathematical demonstration: we have the same to say 
of this. ‘Seotus Novanticus’ lias evidently a wholesome horror of ‘padding.* 
His argument is about as condensed as it could well be. Then he is so careful in 
the use of his terms that we run a risk of misleading our readers by employing 
them without also giving his precise definitions of them. We refer our readers, 
therefore, to the work itself. It will amply repay careful study, and only by 
careful study can the argument be fully appreciated, . . . Ethica is a careful 
study, and a valuable contribution to ethical science."—-From The Scottish 
(< Quarterly ) Review. 

“ The present treatise contains a very close discussion of the chief points in 
debate between the different schools of moralists; and the author seems, in my 
judgment, to be remarkably successful in harmonising the elements of truth in 
each. ... It is not possible here to do more than single out a few points from a 
book which rewards a careful study.’’—From The Contemporary Review. 


ON THE “METAPHYSIGA ” AND "ETHICA ” 
TOGETHER . 

“There is nothing absolutely new in [Dr. Martineau’s] doctrine [as to necessity 
of conflict, etc.]. . . . It has been admirably expounded in a recent volume of great 
force of thought and scientific precision of analysis, under the title of Ethica, or 
the Ethics of Reason. This volume bears to t>e by ‘HcoIuh Novanticus,’ author of 
a preceding volume entitled Metapliysica Nora ct Vctusta. Doth volumes are 
marked by much vigour and lucidity, grasp of philosophic distinctions, and 
capacity of following and combining threads of thought to their end. ... We 
have pleasure in recommending them to the attention of all students of philo¬ 
sophy." —From The Edinburgh Review. 




Notices of the Press. 


“ Das erste dieser beiden eng zusammengehorigen Bucher desselben ungenannten 
Verf. (des Prof. S. S. Laurie) lasst sich als eine Phenomenology des Geistes behufs 
der Constituirung eiuer erkenntnisstheoretischen Metaphysik bezeichnen, die von 
Kantischen, streng rationalistischen Gesichtspunkten ausgehend, sich von da mit 
Hiilfe weiterer an Fichte und Hegel erinnernden Elemente zu eiuer vollstandigen, 
eigenthiimlichen Ansicht der Sache erhebt.” 

* * * * * * * 

“In der Behanptung der Idee der Personlichkeit steht der Verf. durchaus auf 
Kantischem Boden ; sein Streben 1st aber die theoretische und praktisclie Seite der 
Vernunft einander moglichst zu nahern, um eben aus ihr als einem. einheitnchen 
Princip eine vollstandige systematische Erkenntnisseinheit zu deduciren, wobei er 
sich dem absoluten Idealismus der nachkantischen deutschen Philosophie anna- 
hert. Das Unternehmen des * Scotus Novanticus ’kann als einer der achtbarsten 
Versuclie unserer Zeit, in Ankntipfung an die durch Kant begonnene philosophische 
Bewegung zu einer, mehr als bisher geschehen ist, abschliessenden Form eines 
speculativen Systems zu gelangen, betrachtet werden.” 0. S. (Professor Schaar- 
schmidt).— From DU philosophische Monatshefte, xxii. 6, T. 

“ . . . deux ecrits r^cents fort remarquables sign6s du pseudonyme de ‘ Scotus 
Novanticus.’ Oe sont des essais fort ingdnieux de conciliation entre les methodes 
objective et subjective appliqudes d la recherche des origines de la connaissance et 
de la loi morale.” M. G. Rolin- J acquem yns.-— From La Revue de Droit inter¬ 
national. 


SECOND EDITION OF “ ETHICAT 


“This work, published anonymously in 1885, like its predecessor, the Meta- 
physica Nova et Vetusta, at once attracted, in an unusual degree, the attention of 
the philosophical world, and won for its author, who has since acknowledged Ins 
identity as Professor Laurie of Edinburgh, a leading place among living philo¬ 
sophical thinkers. The Ethica now follows the Metaphysica into a second edition, 
and advantage has been taken of the opportunity thus afforded to * elaborate the 
argument more fully, and correlate it more frequently’ with the earlier work. 
The book, as now reissued, contains several new chapters, dealing especially with 
the altruistic virtues and with the idea and functions of the State. The general 
argument has gained perceptibly in value and impressiveness through the 
present revision ; and while the book has "been enlarged, the statement is even 
more succinct than in the original edition. So condensed is the argument, and so 
severely scientific is the entire treatment, that the work is now, as formerly, 
suited rather to the capacity of experts than of the ‘general reader,’ or even of the 
college student. Yet the style is, for the purpose, often strikingly effective ; one 
feels that such earnest and rigorous thinking is appropriately clothed m such 
language. And to those who can read between the lines of the scientific exposition, 
the work breathes an ethical fervour which is none the less impressive because it is 
carefully restrained. The practical interest which, according to Aristotle, an 
ethical treatise ought to possess, is not absent; the book abounds in acute moral 
judgments, and gives evidence of an ethical temper which is at once genial and 
severe.”—From The Philosophical Review. 


“This new edition of Professor Laurie’s work on ethics will be heartily wel¬ 
comed by all students of philosophical science. It has already secured a recognised 
position as a contribution to the discussion of the fundamental problems of ethics, 
and no student of ethical philosophy can dispense with a careful study of it. The 
new edition is specially interesting to students of jurisprudence and politics owing 
to its revised and extended discussion of the fundamental principles of these 
sciences from the author's ethical standpoint. The subtle and penetrating analysis, 
the acute and lucid faculty of distinction, the firm grasp, trenchant reasoning, and 
clear exposition that characterise all Professor Laurie’s philosophical work, are 
here brought to bear in an independent and vigorous way upon this discussion.^. . . 

“The treatise, as a whole, no longer needs reviewing or commendation. It is, oy 
universal acknowledgment, a most important and original contribution to etmcai 
science and to the literature of Scottish philosophy.”—From The Juridical Review. 
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BY THE SAME AUTHOR 


OCCASIONAL ADDRESSES ON EDUCATIONAL 
SUBJECTS. 

Cambridge University Press. 

“ Professor Laurie is our greatest living writer on education. . ^ . Even in 
popular addresses he never loses sight of his philosophic principles. —Journal of 
Education, London. 

“ This volume contains ten addresses by a writer of world-wide reputation on 
educational topics. ”-W ournal of Education . Boston , U.S.A. 

“ This admirable book ... a thoroughly practical book in the best sense. . . . 
The work of a real expert .”—The Academy. 

THE LIFE AND EDUCATIONAL WRITINGS OF 
JOHN AMOS COMENIUS, 

. Third Edition. —Cambridge University Press. 

THE TRAINING OF THE TEACHER AND OTHER 
EDUCATIONAL PAPERS. 

C. Kegan Paul and Co. 

THE RISE AND EARLY CONSTITUTION OF 
UNIVERSITIES, WITH SURVEY OF MEDIAEVAL 
EDUCATION.—LECTURES. 

C. Kegan Paul and Co. . 

PRIMARY INSTRUCTION IN RELATION TO EDUCATION. 

Fourth Edition. — J. Thin, University Bookseller, Edinburgh 
(1890). 

LECTURES ON LANGUAGE AND LINGUISTIC METHOD 
IN THE SCHOOL, 1890. 

Cambridge University Press. 

TEACHERS’ GUILD ADDRESSES AND THE 
REGISTRATION OF TEACHER8. 

Percival & Co., London. 





